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ABSTRACT
CLASSROOM CLIMATE IN MIDDLE SCHOOL EIGHTH GRADES
FEBRUARY 1997
DEBORAH A. ANTOSCA, B.A., UNIVERSITY OF RHODE ISLAND
M.Ed., SALEM STATE COLLEGE
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Patt Dodds
Although it has been clearly established in the literature that there
is a relationship between classroom climate and student achievement,
teachers often fail to be aware of or consciously attend to their own
behaviors which affect climate in their classrooms. The purpose of this
study was to examine classroom climate and specifically to document
teacher behaviors which seem to be associated with positive and negative
climate in two classrooms each for five eighth grade subjects (language
arts, mathematics, social studies, science, and conversational foreign
language). Four data collection methods were used: qualitative field
notes adopted from Saphier scripting, teacher and student interviews,
quantitative teacher and student classroom climate surveys, and
document analysis of student grade reports. Though no overall
significantly negative climates were identified, there were noted
inconsistencies in the presence of positive classroom climate elements
from one data source to the next. Results supported teachers failing to
be aware of or consciously attending to behaviors which affected climate
in their classrooms and allowed for the creation of ideal climate profiles.
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CHAPTER I
INTRODUCTION

Introduction and Problem Statement

To survive, an institution requires from its clients
substantial faith in its usefulness, and a measure
of satisfaction with its performance. For our schools,
this is a complex matter (Goodlad, 1984, p.l).
One of the most vital mandates of educational reform is that the
classroom must be an interactive and mutually respectful place. Our
Educational Goals 2000, the Commonwealth of Massachusetts’
Education Reform Act of 1993, the associated Common Core of Learning
and Teacher, Administrator, and Student Assessments, and Curriculum
Frameworks are reform efforts that alone cannot change what happens
in schools or in classrooms. But teachers can.
It is our responsibility as teachers, administrators, and support
staff to provide effective, safe, and secure environments in which all
students have the opportunity to succeed and achieve to their full
potential. The teacher in each class is directly connected to the learning
process and serves as the liaison between the student and the subject
matter. All that occurs within the confines of his/her class should be
aimed at learning and achievement in the social, psychological,
psychomotor, and esthetic, as well as cognitive domains. The individual
class, though but a part of any school culture, functions as a
microcosmic learning community. Hence, the individual classroom is
the most important cog in the system of public education and the
specific focus of this investigation. Educational reform requires the
facilitation of a safe and comfortable learning environment by individual
1

teachers in every classroom to support the learning needs and styles of
all students. This comfortable environment helps promote student
success.
The literature suggests that classroom climate is correlated to
student achievement: the more positive the climate, the more likely
students are to achieve (Goodlad, 1984: Koslovsky, 1984: Pallas, 1988:
Rutter, et.al., 1979). I believe that it is within our power and
responsibility as classroom teachers to exert control over that climate
not only by what we do, but also by how we do it. For purposes of this
study, classroom climate is defined as the synthesis of the physical
intellectual and emotional environments created by the interactions among
and between the teacher and students in a classroom which either support
or inhibit teaming. This climate manifests itself to varying degrees in
measurable levels of respect, trust, caring, and cohesiveness created by the
teacher along with the teacher's conscious effort to maximize academic
achievement for each student in the class.

In this study, teacher expertise or certification, curriculum, and
curriculum guides were not at issue. This is not to imply that expertise,
certification, degrees, and curriculum knowledge are not important, but
these, alone or in combination, cannot make a teacher effective. The
ability of a teacher to understand the children they teach, and to react
and respond to the needs of each student in a class by establishing a
safe and comfortable environment through positive interaction and other
skills, linked with the items above, leads to a successful supportive
classroom and a positive classroom climate.
Two distinct points are related to teachers’ abilities to establish
positive classroom climate. One focuses objectively on what the teacher
2

does - for example, lectures, questions, uses standardized or teacher
created worksheets, uses small or large groups to accomplish an
activity’s purpose, utilizes cooperative learning techniques, or works
individually with students. The other concentrates on the subjective
essence of how the teacher does what he/she does - for example, how
he/she interacts with students, displays enthusiasm, uses intonation,
cares about students, shows trust in them, uses a sense of humor,
shows respect for students, creates a sense of belonging and cohesion in
the classroom.
Most teachers have the what component, but the how is the
crucial factor in the ultimate success of the classroom, the teacher, and
the students as a learning community. In terms of impact on classroom
climate and achievement, the what and how are not distinct. They are
inseparable when a teacher attempts to create a classroom environment
in which there is a comfortable balance between the two. A comfortable
classroom climate is one in which teaching and learning are deliberate
and purposeful, creative and balanced in terms of the aforementioned
what and how of the classroom.

The core of the process of teaching is the arrangement
of environments with which the student can interact
(Dewey, 1918). . . . The models that are chosen gently
and subtly create the world of the learner. That world
is learned, along with its values. The world we hope to
see is one in which children (and older students) will
experience many models of teaching and learn to profit
from them (Joyce and Weil, 1988, p. 2, 21-22).
Not only are teaching methodologies thoughtfully chosen within a
comfortable classroom climate, they are geared toward the particular
group of students present in the classroom at any given time. Making
careful and informed choices, not cookie cutter choices, regarding
3

curriculum and instructional techniques affords students the
opportunity to have an open mind about subject matter, to see its
relevance to them, their lives, and their futures and may contribute to
making academic and personal learning goals attainable. “Positive
attitudes towards students, genuine concern for them and their
developmental needs” allows students to grow in self-confidence and selfconcept as learners and as individuals (Lounsbuiy and Clark, 1990).
Also evident in this classroom is the teacher’s awareness of his/her
behaviors and their effect on students. Whether or not teachers make a
conscious attempt to control behaviors which produce a positive climate
is in question.
When the teacher understands what constitutes a comfortable
classroom climate and implements procedures and activities to reach
that end, success prevails for most students. This understanding brings
with it an awareness that some behaviors may need to be duplicated,
altered, or eliminated in order to maintain a consistent positive climate.
The effort to heighten awareness or to bring about changes in
teachers in order to achieve more positive classroom climates requires
that the school community in general, and teachers specifically, see the
value, rationale, and applicability of that change. The National
Association of Secondary School Principals (1990) contended that change
appears to be the only constant in education with change cycles coming
and going. The Association contends further, that “There appear to be
two distinct strategies of change: an emergent, developmental strategy
that is locally based: and a top-down centralized strategy that is rational
and, of late, politically initiated” (p.7). In discussions of educational
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change it is often mentioned that educational change is slow to happen
and that teachers are sometimes skeptical of the intent of the change.
This NASSP description of change is countered by Elmore’s (1992)
straightforward, reasonable, and more specific questioning of whether
changing the organization of schools will change teaching practices.
I am skeptical about this proposition for at least three
reasons. First, it is not clear that changing teaching
practices leads reliably and consistently to a single, welldefined set of changes in the structure of schools. It seems
unlikely that seizing on a single organizational solution
will result in predictable changes in teaching practice.
. . . Second, changing structure may be a necessary condi¬
tion for changing practice, but it is probably not a sufficient
condition. . . . Third, attempts to change school structure
have rarely, if ever, led to reliable changes in either teaching
practice or student learning. In fact, most attempts to
change the incentives that bear on teaching - merit pay,
career ladders, differentiated staffing, school-based
management, and the like - have lasted only for relatively
short periods of time ( p. 47).
Regardless of its point of origin (the central office, the principal’s
office, the school council, school committee, or parents) change in any
school or classroom must be carefully contemplated and implemented.
Naming or labeling models, force feeding collegiality, or spoon-feeding
“hot tips” based on the process-product effective teaching literature
sometimes discounts the importance of the human, one-on-one, daily
interactions between teacher and students behind the classroom door.
One teacher, or a team of teachers, can improve what goes on in
individual classrooms to the benefit of the children. This, as we have
seen, is the intent of reform and restructuring efforts. This same teacher
(teachers) may or may not wish to go beyond that room or team to affect
systematic change. All too often teachers see the opportunity to
communicate and collaborate as burdensome or as bandaid-like, rather
5

than as a positive occasion to promote changes that collectively work for
the good of all students. The daily tasks of their own teaching keep them
quite busy both in and out of the school setting. This attitude of
solitude, as opposed to cohesion, is part of what makes educational
change difficult, particularly around issues that require most of the
changes at the level of individual teachers in their classrooms. Creating
more positive classroom climates is just such an issue.
Significant change in the content and process
of education requires coordinated efforts throughout
a school: you cannot implement “learner-directed
learning,” for example, in one classroom and not others.
It would drive kids nuts, not to mention the stress on
the individual teacher (O’Neil, 1995, p.21).
O’Neil’s comment regarding coordination of efforts on a school¬
wide basis to effect change is well taken. Unless several teachers buy
into the same changes, these changes are far less likely to happen.
However, through supervision and informal conversations with
colleagues, teachers can become more aware of what is effective in
classrooms within their school and can respond in a positive way to new
ideas or methodology. I believe that one teacher and one classroom can
have a positive effect on students and on a school’s endeavor to promote
change.
Good classroom climates are built upon positive teacher behaviors
which support and improve the students’ self-esteem, sense of belonging,
motivation, and, ultimately, achievement in the classroom - all goals of
the Massachusetts Education Reform Act of 1993. Positive and negative
teacher behaviors include some which can be observed and documented,
such as methodological variety, tone of voice, inflection, use of humor,
type of reinforcements offered to students, kinds of feedback, attention to
6

individuals and individual learning styles, and manner of imparting
classroom discipline.
Many tacit behaviors also contribute quietly and mightily to the
climate of the classroom. Tacit behaviors, those not so explicit or easily
noticed, can create a value system in a classroom which spawns high
levels of respect, trust, caring, cohesiveness, opportunity for input and
growth, and morale (Howard, et. al., 1987). These behaviors are often
implied and take place over time.
Growth in our classrooms must be nurtured
and supported by the climate of the school,
by a widely and emotionally shared communion
of values about how we are to relate to them
as persons and as students (Zumalt, 1986, p.8).
Teacher behavior affects classroom climate and climate is
correlated with student achievement. Research shows that attempts to
improve student achievement are based on the development of more
effective teaching behaviors (Brophy, 1986). Students achieve better
when teachers have a wide array of skills and adapt those skills to
different contexts. The difference between more or less effective teachers,
as Brophy described them, is that, although teachers may perform the
very same instructional behaviors, they do so somewhat differently.
Quimby (1994), a school administrator, suggested the following
behaviors to enhance the learning atmosphere.
If I had a classroom, I think I would build it around:
-Establishing simple, clear, concise easy-to-remember
expectations for learning and behavior. -Respect for
everyone- no put downs. -A consequence system that
would be fairly and consistently applied. -Being organized,
having a clear focus on what it is my students are expected
to learn (and master). -Being a caring human being.
Making it fun to be in my class - fun that would inspire
students’ desire to do more, to learn more. -A theme of
giving their personal best each day. -Give all my students
7

the opportunity to talk about their goals, their dreams,
so I could find ways to build their confidence to achieve
those goals and dreams (p.l).
Quimby described what this study found to be ideal elements in a
positive classroom climate. The teacher, as the tone-setter and the
dream-maker in the classroom, holds one of the important keys to the
success or failure of the students in that room. Knowledge gained from a
better understanding of how teachers establish and maintain their
classroom climate can only serve to make our classrooms more
comfortable and productive places for both teachers and students.
An assumption underlying this study was that teachers know their
subject matter and curriculum organization and have reasonable
materials with which to work. These are only part of the foundation on
which good teaching is built. Good teaching is thoughtful practice,
reflecting professional knowledge that features alignment among
students’ needs, curriculum goals, and instructional practices (Porter &
Brophy, 1987).
This study focuses on classroom climate at the middle school level.
Experience as a secondary level teacher has shown me time after time
that the middle school child, age 11 - 14, is at a particularly vulnerable,
pliable, and impressionable time in terms of both personal growth and
their academic and educational future. The so-called “transescent”
presents a particular challenge to teachers to recognize the necessary
balance and melding of curriculum, methodologies, and student needs.
“. . . the stage of development which begins prior to the
onset of puberty and extends through the early stages of
adolescence. Since puberty does not occur for all precisely at
the same chronological age in human development, the
transescent designation is based upon the many physical,
social, emotional, and intellectual changes in body
8

chemistry that appear prior to the puberty cycle to the time
in which the body gains a practical degree of stabilization
over the complex pubescent changes (Eichhom, 1966,
p. 45-46).
Teachers of all levels, through their words, actions, and behaviors,
serve, in loco parenti, as role models for young people in their classes.
Because of the uniqueness of each transescent child’s physical, social,
emotional, and intellectual being, their teachers need to have a
discerning awareness of and sensitivity to the surroundings which they
create for their students. “Transescent students and their teachers are
entirely different that their counterparts at the elementary and secondary
levels (Arth, 1983, p. 14).
Unfortunately, teachers often are unaware of, inattentive to, or
may even lack concern for behaviors which affect the climate in their
classrooms and how those behaviors may be affecting student
achievement. In this study, I examined the ways teachers established
and maintained their classroom climate and noted some informal
relationships with their teacher behaviors and student achievement.
Statement of Purpose
“The goal of social research is to discover, understand and
communicate truth about human beings in society” (Patton, 1988. p.
270). In this study, the public middle school served as the site of social
research while the human beings in this “society” were the students and
teachers. In this social context, are adolescents ages 11-14 and their
teachers who vary in age, personal and educational background, and
years of teaching experience. It was the purpose of this research to
explore eighth grade classroom climate by focusing on teacher behaviors
which created the culture and climate of those classrooms.
9

Data were gathered through classroom observations, teacher and
student interviews, results from student and teacher Classroom Climate
Surveys, and a single student achievement measure (report card grades)
which were analyzed to reach an in-depth understanding of those eighth
grade classrooms. By having a better understanding of classroom
climate and the role their behaviors play in it, teachers can see the
importance of their behaviors as they affect the climate of their
classrooms and, consequently, the achievement of their students. I
hoped to investigate classroom climate with the ultimate purpose of
helping teachers create their own “climate control” without
thermometers, barometers, or humidifiers.
As this study proceeded, both positive and negative teacher
behaviors and their association with classroom climate were uncovered
through this researcher’s eyes. In the examination of teacher behaviors
in this study, factors such as the school’s physical plant or geographic
location, maintenance of the building, or room location within the
building, any of which may affect the climate of a classroom, were noted
to determine what, if any, effect they may have had on classroom
climate. Observing in these particular classrooms, I also examined and
noted factors such as room size, natural and artificial lighting, windows,
placement of student and teacher desks, seating arrangement,
chalkboard and bulletin board availability and placement, and
equipment availability and use. To the extent that physical
characteristics of classrooms and/or buildings may have an impact on
classroom climate, this study identified and described those
characteristics.

10

Teacher behaviors were one of the main focuses of this study
because teacher influences on children are powerful. This was not to
exclude the effect of peer influences, socioeconomic issues, or
family/home pressures. Teachers are living, breathing people with
personalities, and they behave in unique ways. The behaviors which
they display as role models have a daily impact on students. By
examining those teacher behaviors which are associated with both
positive and negative climates at the eighth grade level of the study
school, this study adds to the existing body of knowledge related to
classroom climate and identifies those teacher behaviors which, by
creating positive climates, could consequently contribute to the
potential academic and other successes of grade 8 students.
Rationale and Significance of the Study
In the Commonwealth of Massachusetts today, we find ourselves
in the midst of the restructuring of our educational system by both the
legislature and the Department of Education. One of the noted common
threads in these restructuring efforts is the concern for equality of
education for all children in our public schools with each child being
given the opportunity to achieve to their potential. The attainment of
this goal of each child meeting with success resides within all individual
classrooms. Interpretation of reform efforts filters from state offices to
individual cities and towns to each of the schools within those cities and
towns and ends up in the lap of all teachers. Ultimate responsibility for
any student’s potential being understood and reached lies with that
student’s teacher every day.
Knowledge of positive and negative elements of classroom climate
can be a key factor in revitalizing teachers as part of more complex
11

efforts to restructure schools in the Commonwealth and nationwide.
Schools can not and will not improve until each classroom is operating
to full potential. Goodlad (1984) removed the more global nature of
educational change and brought the responsibility of the effort to the
level at which it belongs - - to the individual school and/or the
individual classroom. Though I believe he personified schools as if they
themselves could change and improve without the people in them, the
idea of schools being narcissistic is well taken.
Schools will improve slowly, if at all, if reforms
are thrust upon them. Rather, the approach
having the most promise, in my judgment, is
the one that will seek to cultivate the capacity
of schools to deal with their own problems,
to become largely self-renewing (p.31).
On June 18, 1993, the Governor of Massachusetts signed into law
Chapter 71, The Education Reform Act of 1993. Section 27 of the Act is
of particular significance to the nature and purpose of this study. In his
introduction to this section of Quality Education as the Goals of the
Commonwealth, Commissioner Robert Antonucci stated:
This section declares that a paramount goal of the
Commonwealth is to provide a public education system
of sufficient quality to extend to all children the
opportunity to reach their full potential. It also declares
the intent of the bill which is to ensure that each
classroom provides the conditions for all pupils to
engage fully in learning without threats to their sense
of security or self-esteem; a consistent commitment of
resources to provide a high quality public education to every
child; a deliberate process for establishing and achieving
specific educational goals for every child; and an effective
mechanism for monitoring progress toward those goals
and for holding educators accountable for their
achievement (p.3) (Emphasis added)

12

Section 27 sets into legislative motion something for which every
classroom should stand: The provision of quality education for all our
children without harm to their feeling or self-esteem.
The cohesive effort by the Commonwealth and the Department of
Education to set common parameters for our schools is nothing short of
spectacular in its potential for our youth. This collaboration is an
opportunity for the educational community to have a common set of
goals toward which to strive and to get on with the intended mission of
education: to teach all our children well.
The Education Reform Act of 1993 offers an opportunity for the
children in the public education system of the Commonwealth to reach
their full learning potential. By mandate of the Act is the assurance
that each classroom will provide a non-threatening atmosphere which
motivates all students to maximize their achievement. It is clear that
the classroom teacher is charged with creating and maintaining that
atmosphere of success and the each will be held accountable. In other
words, each classroom will have a positive climate which will create
opportunities for personal success and maximum potential for
achievement for all students.
Research on climate has been extensive at the elementary level
and has been done, to a lesser degree, at the secondary and postsecondaiy levels. Much current climate research has been done at the
post-secondary level (Campbell, 1991; Horan, 1991; Kearney, 1991;
Myers, 1994). The middle school and its students seem to have been
studied in less depth likely due to the fact that, as will be discussed in
Chapter Two, the middle school is a relatively new phenomenon.
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One of the variables of classroom climate, that of teacher
behaviors, has also not proliferated in the literature in recent decades.
Rosenshine (1982) found that as recently as 1972, fewer than 25 studies
had been mounted on any specific variable of teacher behavior and much
of these had been conducted in elementary schools (reported in Natriello
& Dombush, 1980) (p.6). This dissertation adds to a larger body of
literature on classroom climate by focusing specifically on the eighth
grade, and on one facet of classroom climate, teacher behaviors.
The eighth grade was purposefully chosen for this study.

It is a

pivotal year for all students, from those academically strong to those atrisk of failing and/or dropping out of school. My own background as a
secondary level teacher in grades 7-12 for two decades and as a graduate
student of education as well has allowed me to see that any steps taken
to improve student learning and achievement are significant, though I
see this middle level as particularly important for salvaging those
students who, at this chaotic and impressionable time in their lives, are
vulnerable to slipping through the cracks and crevices of the educational
system.
Lounsbuiy and Clark (1990) referred to the eighth grade time in a
child's life as follows:
. . .for early adolescence is a fork-in-the-road
time of life. Young people face and make a number
of major decisions during these years about their
priorities, their lifestyles, their values, and what
they might aspire to be. And the roads chosen largely
determine the nature of their future lives. Early
adolescence is, indeed, a time of turning points. . .
it is the terminal grade for middle level schooling. But
wherever it may be housed, the eighth grade is usually
considered the terminus of early adolescence. There is a
sense of finality about it. It is the end of an era (p. 1).
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The pivotal eighth grade carries children from early to late
adolescence, from middle school to high school. Some children will
walk with comfort and ease into a world of more and varied adult-like
choices, led by their intelligence and maturity. Other children will
experience hardship and difficulty both personally and academically.
Grade eight needs to toughen students academically while cushioning
the child in them, preparing them for "high school hardball" which
begins the following year.
Ninth graders, with limited exceptions are adolescents,
in their own view as well as that of society. The ninth
grade, for better or worse, is the time most American youth
begin playing high school hardball, with its emphasis on
specialization and its accompanying pressures (Lounsbury &
Clark, 1990).
The position of the eighth grade teacher places them at the end of
the student-centered instruction of the elementaiy and early middle
grades and at the beginning of the content-centered instruction of the
high school level. Given the vaiying levels of academic, social,
emotional, and physical maturity of their transescent students, eighth
grade teachers must approach their job as one of balance, under¬
standing, and patience.
Improving delivery of instruction in the middle school
begins with an understanding of the student population.
An effective middle school staff is therefore knowledgeable
about the developmental stages of the preadolescent cognitive, moral, and physical . . . Middle school teachers,
perhaps more than others, need to become aware of the
unique developmental changes associated with the pre¬
adolescent. Such awareness will have an important effect
on their behavior in the classroom, thus contributing
to a successful instructional program (Reinhart & Beach,
1983, p.9)
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Creating a healthy environment with a positive climate where
learning takes place daily is a formidable task. Students benefit from a
positive classroom climate because their motivation to learn and their
comfort level entering that classroom are high, contributing to their
potential to achieve naturally in that class. As Sizer (1984) stated, “For
most adolescents, two incentives are dominant. They want the high
school diploma and they want to respect themselves and be respected”
(p.59). Teachers also benefit from this positive climate because it has
the potential to increase their job satisfaction and help them feel
revitalized and renewed. There is a level of mutual respect and tolerance
and a commonality of purpose between the teacher and the students in
the classroom with a positive climate.
The concept of teaming at the middle school level lends itself
perfectly to the encouragement of a pervasive positive climate in the
classroom. Teaming allows teachers to integrate their subject areas in
thematic curricular units, while they are also given the opportunity to
work together with a common core of students on social, emotional, and
interactive issues. Teams working as a unit, rather than as individuals,
to create a more positive climate in their classrooms develop the
potential for an even more powerful effect on eighth grade students and
their achievement. Team learning is personal and interactive, developed
in relation to goals, has utility, and leads to demonstrable outcomes
(Newmann, 1991).
The climate of the effective middle school and middle school
classrooms could be described as one of true teamwork, cooperation, and
cohesion. George, et al. adeptly painted a vivid picture of this effective
climate.
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The uninitiated visitor to an exemplary middle school is typically
amazed by the civility of interpersonal relationships. People get
along amiably; they know that what is going on is working. Jim
Garvin (1987) writes about truly effective middle level teachers
in terms of their belief in themselves, in their students, and in
what they teach. The work teachers do bears out these values
which in turn affect what students are willing to believe about
themselves and their potentials. Good will among students and
between adults and youngsters is the norm, as is an atmosphere of
general confidence about the priority and worth of academics.
Students recognize that their teachers are convinced about the
value of what they teach. In such a responsive setting, they are
more inclined to buy into academic commitments. Such a positive
work ethic is a product of the youngster’s successes and belief in
themselves as learners. This ethic suffuses the school’s
intellectual life as well as ongoing, day-to-day, interpersonal
affairs (George, et al.,1992, p. 39-40).
Closer inspection of classroom climate leads to the realization that
children, their potential, interests, and their accomplishments are
celebrated in an atmosphere of orderliness, activity, and mutual respect
- each of which simply is positive and appropriate teacher attitudes and
behaviors prevail. This study explored the degree to which one school’s
eighth grade classroom climates were positive while accounting for
teacher behaviors and their contribution to that climate.
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CHAPTER II
REVIEW OF THE LITERATURE

Introduction
Each day in this country millions of youngsters pass through the
doors of our public schools. Although they have their books, notebooks,
pens, and pencils, most importantly they bring their willingness to be
there and their motivation to learn into the classroom. Their parents
have relinquished control of them and their environment for 6 hours a
day for 180 days in the hope that school will be a safe, secure, and happy
place for their children to learn and achieve. It is hoped that parents
also believe in the academic expertise and the inspiring natures of the
teachers who teach their children.
Of particular importance in all schools are the climate established
in classrooms and the behavior of the teachers who construct and create
that climate. Classroom climate and teacher behavior can contribute to
each student’s opportunity to succeed, to learn and explore, to
experiment and take risks, to feel like a good and important individual,
and to feel accomplished. Or, classroom climate and teacher behavior,
while not encouraging failure, may not recognize it until it is too late for
a child. It is crucial to understand that classroom climate and teacher
behavior have a critical impact on student achievement.
I make a simple distinction between school climate and classroom
climate. School and classroom climates are undeniably bound together
in that the climate of an individual classroom contributes mightily to
that of the school. If all single classrooms established and maintained a
positive climate, an important facet of school climate would naturally
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follow suit. The reverse, however, is not necessarily true. Though a
school’s climate may be thought of as positive, it does not follow that all
classrooms in that building are likewise positive. Other existing
possibilities in a discussion of school and classroom climate would be (1)
that a school’s overall climate is perceived as low while the climate of
many of the classrooms within that building is, in fact, judged as high
and, (2) contrarily, that the climate of many classrooms is considered
low and school climate is considered high. Whatever the combination, I
believe the most powerful component of school climate is the climate of
classrooms.
School climate is a subject for a wider range of investigations,
some applicable directly to the classroom, some not. Examining
perceptions of morale, the adequacy of the physical plant of an area, or
availability of resources, for example, pertain to both school and
classroom climate. Town politics and local government, on the other
hand, will more directly affect administrators and school climate than
they will teachers and individual classrooms. Wang, et. al. (1993/1994),
who analyzed 50 years of research to discover the most significant
influences on learning, addressed this issue using the terms direct and
indirect influences.
In general, we found that direct influences have a greater
impact on learning than indirect influences. Direct
influences include the amount of time a teacher spends
on a topic and the quality of the social interactions
teachers have with their students. Indirect influences
include policies adopted by a school, district, or state,
and organizational features such as site-based management
(p. 74).
As implied in Wang’s description, the teacher in the classroom and
the behavior which he /she exhibits are among the most potent elements
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in education. Subsequent discussion of classroom climate and teacher
behavior from the literature will further illustrate this point.
Definition of School and Classroom Climate
Although school climate and classroom climate are distinct, the
literature is not usually and one sees the two terms not as
interchangeable, but as intertwined. Definitions of climate are diverse
and span a wide range of inquiry. The nucleus of these varying
definitions of climate, however, is a concern for both the tone or climate
of a school or classrooms and for student learning and achievement.
Though the focal points of all these varied definitions are similar in their
ultimate goal, each approaches that goal from a different direction:
perception, norms and beliefs, leadership and high expectations, a tone
which stresses values, or attitudes and behaviors as examples.
For example, Schneider (1974) defined climate as the summary of
meaningful perceptions about the school which help children adapt to it.
Stuart (1983, p. 28) stated, “Although school climate can be interpreted
to mean everything from the presence of school spirit to the dedication of
teachers, I define school climate in terms of the seriousness of purpose
among students,” which he described as students working steadily
toward clear goals. Lezotte (1980) chose to describe the school learning
climate as the norms, beliefs, and attitudes which enhance or impede
student learning. Similarly, Brookover (1982) viewed an effective school
climate as composed of appropriate conditions for learning, including
attitudinal and behavioral patterns in a school which affect levels of
achievement.
The unifying notion here is that the affective conditions within a
school or classroom determine its climate with positive climate and
20

student achievement as the common goal of all factors. According to
Norman (1989), the climate of a school sets the tone for its approach to
goals for student learning. School climate is defined by Howard et al.
(1987) as its atmosphere for learning.
Still other researchers have viewed climate in terms of human
interaction and relationships created within the school or classroom.
Schmuck (1982) saw the tone of the interpersonal relationships in a
building as representative of its climate. Climate manifested itself in
how learning activities are carried out, how play occurs, and how school
participants interact with one another. This theme of the climate viewed
in social and human interactive terms is repeated in Haertel’s definition.
Classroom climate refers to the socio-psychological
dimensions of classroom life, including cooperation
among teachers and students, common interests and
values, the pursuit of common goals, a clear academic
focus, well-organized and well-planned lessons, explicit
learning objectives, an appropriate level of task difficulty
for students, and an appropriate instructional pace
(Haertel, et. al., 1993, p. 81).
Darling (1986) again used similar terminology. “Climate, the
social-psychological context within which relationships occur (Adler,
Rosenfeld, & Towne, 1983) is highly predictive in effective schools
(MacKenzie, 1983).” The so-called effective schools model viewed climate
in terms of “strong administrative leadership, high expectations for
performance, a safe, orderly atmosphere, an emphasis on basic skills,
and a system for frequent monitoring of student progress” (Pallas, 1988,
p.542). While some researchers choose to define climate in rather broad
terms applicable to any school or educational level, others placed the
definition of climate and its interpretation in the hands of individual
school communities. Climate and focus remained the focus.
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Sizer and the Coalition for Essential Schools at Brown University
established nine common principles as the Coalition’s philosophical
guide. The sixth of these guiding principles stated that “the tone of a
school should stress the values of expectation, trust, decency, fairness,
generosity, and tolerance” (Sizer, 1992, p. 208). The nine principles
stemmed from the basic beliefs of the organization and its participants.
Founded in 1984 and building on 5 years of reassessing
from A Study of High School, the coalition is an association
of school people and their colleagues at Brown University
who agree on a set of ideas . . . that each school must
craft . . . these ideas into practice that are respectful
of its community and that draw on the strengths of its
particular faculty (Sizer, p. 207).
However it is defined, it is evident that meanings of school and
classroom climate in the literature meet with little consensus. Given the
many and varied facets of a school and the multiple viewpoints from
which “goodness” of schools is judged (Lightfoot 1975), it is no wonder
there is no agreement among researchers on a single definition for the
concept of classroom climate. Understandably, climate seems to be
defined in the context which is best suited to the purpose of the
individual researcher and to the scope of his/her research or to the
mission of a school system when it is defined by individual communities.
There are, however, underlying commonalities that exist among all
climate definitions: student achievement, the interaction among the
teacher and the students in the classroom, and the conditions created in
the classroom which benefit or undermine the leaming/achieving
process. For purposes of this study, classroom climate is defined as the
synthesis of the physical, intellectual, and emotional environments created
by the interactions among and between the teacher and students in a
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classroom which either support or inhibit learning. This climate manifests
itself to varying degrees in measurable levels of respect, trust, caring, and
cohesiveness created by the teacher along with the teacher's conscious effort
to maximize academic achievement for each student in the class.

Climate Research: An Historical Perspective
In recent decades education has been filled with ideas of reform
and restructuring intended to improve student achievement. These ideas
at the moment of their conception were considered cutting edge trends.
Some of these trends, along with their buzz words, faded as quickly as
they were invented, while others have remained constant in their
potential impact on achievement. The concern for the climate of a
school and its classrooms is one of those trends woven through research
efforts to the present day as a factor in student achievement. This
concern has continued, in part, because positive climate has been linked
to improved student achievement and because climate is ever-present
and manipulable.
School climate research began in earnest in the 1960s,
and continued to proliferate through the 1980s. The
popularity of this distinctive brand of educational
research stems from two major beliefs.
First, school climate is thought to be linked to educational
outcomes, especially achievement. Common sense suggests
that positive school climate should promote higher
achievement. . . . The second reason for the popularity of
school climate is the belief that school climate is a
manipulable variable (Pallas, 1988, p. 1).
Climate in the Early Years
Public education has met with disapproval from one faction or
another for quite some time. Fault can be found with schools’
organization, purpose, focus, policies, staff, or methods. Looking back
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as far as the 1940s, we see a foreshadowing of coming concerns. These
sentiments of the 1940s were precursors to the reforms in education
during the 1950s and early 1960s which assumed that school
organization and its climate were significantly related to learning
outcomes. School structure and what went on behind classroom walls
were plausible connectors to those outcomes.
The coming disillusionment with the schools in the 1960s
was not without foreshadowing in the 1950s. Critics such
as Arthur E. Bestor and Admiral Hyman G. Rickover were
among those either affiliated or sympathetic with the Coun¬
cil for Basic Education (Brody, 1972; Spring, 1976), an
organization that rallied against the mindless and anti¬
intellectual quality of education of the late 1940s and 1950s,
particularly the very qualities revered by the organization.
. . . Education classes and teachers colleges took the brunt
of this criticism for being too easy and for failing to identify
and challenge the bright youngsters who could become
scientists that would help us win the Cold War with Russia
(Miller, 1983, p. 14).
In these decades following World War II, public education
underwent changes in response to major political events of the day.
Brown vs. the Board of Education in 1954, for example, brought the
issue of civil rights and segregation into clear view. Children were
children, not black children or white children, all with an equal right to
be educated without racial bias. Education’s response to civil rights in
general and to segregation/desegregation in particular was not without
incident or reaction. As American society responded to inequality, so
then did public education.
The launching of the Russian satellite, Sputnik, in 1957 brought
the teaching of mathematics and the sciences into a position of
prominence in our schools with the expectation that our students
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should be at the cutting edge in space technology and world competition
(Miller, 1983). As Glasser commented,
In 1957 the Russian Sputnik showed America that others
in the world besides ourselves were capable of intellectual
and scientific achievement. . . . With our scientific achieve¬
ments temporarily downgraded, the finger of blame was
pointed at American schools, which were accused of failing
to educate our children sufficiently in the hard facts of
science and mathematics (Glasser, 1969, p. 33)
Both the civil rights and desegregation movements and the race to be
number one among nations in math and science continued into the
1960s with a now more blatantly agitated and rebellious society affecting
our schools. Again quoting Glasser (1969),
Almost every teacher and administrator I have spoken to in
the past several years has been disturbed, puzzled, and in
may cases disheartened over the increasing numbers of
children who seem to be totally recalcitrant to the school
process. They are rebellious, they do not read, they are
unmotivated, they are withdrawn, they are apathetic. They
seem to be impossible to educate (p. 7).
Cries for individual freedom and peace lead to long hair, tied dyed shirts
and bell bottoms and, in our schools, to open classrooms, fewer dress
code requirements, a severe shortage of teachers, and double sessions to
accommodate youngsters in the “baby boom”. Concern for the
achievement of students and climate in our schools paled in the shadow
of much greater national and international events.
In the mid-to-late 1960s, a major shift began in educational
research which suggested that the organization and climate of a school
made less difference in student learning outcomes while home, family,
heredity, and even luck were more influential. Some researchers chose to
see home and school as opponents while others saw them as allies.
Glasser (1969), in Schools Without Failure, addressed the issue of home
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and school as places capable of fulfilling the basic needs for love and
self-worth respectively.
For most children only two places exist where they
can gain a successful identity and learn to follow the
essential pathways. These places are the home and the
school. As stated previously, if the home is successful,
the child may succeed despite the school, but that is too
big an if to rely upon. We must ensure that the child’s
major experience in growing up, the most constant and
important factor in his life, school, provides within it the
two necessary pathways: a chance to give and receive love
and a chance to become educated and therefore worthwhile
(p. 14).
During this time of debate as to whether schools did or did not
make a difference in student outcomes, the importance of school climate
was minimized in the discussion of classroom life and student learning.
The majority of educational research done throughout the fifties and
sixties was conducted on schools, social class, and social mobility. It
was thought that schools could not be expected to overcome the nature
of the individual (Miller, 1983). Observers of education such as
Coleman, Plowden, and Jencks led the way in critiquing American public
education.
Coleman (1966) conducted a large scale survey in the early 1960s
of the achievement of over 600,000 students in 4,000 schools, after
controlling for socioeconomic status and race. The Coleman Report was
designed to determine the factual basis for segregation and inequality in
American schools under the guidelines of the Equal Educational
Opportunities Program of the Civil Rights Act of 1964. Considered by
many researchers to be a credible, reliable, and valid document, the
report served as a major source of evidence supporting the belief in the
relative non-importance of school climate in learning outcomes.
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What children bring from their homes and encounter there
among children from other homes, not teachers and their
practices, is what contributes most to their academic
attainments. Not good instructional materials, equipment,
curricula, and pedagogy in school, but whether or not there
are well-educated, reasonably educated parents at home
accounts most for the margins of difference in students’
achievement (Goodlad, 1984, p. 4).
The results of Coleman’s work found that educational attainment
was largely independent of school experiences (Schmuck, 1982); results
supported by many after they were published, but questioned for years to
come.
Coleman’s work in years to follow would be reanalyzed and
critiqued (e.g. Harvard Educational Review, 1968; Mayeske
et.al., 1972; Mosteller & Moynihan, 1972). Despite all the
critiques, the major findings of the report are now accepted
as basically sound. The debates and further research
spurred by the controversy produced advances in both
understanding and methodology on the factors which
affect school quality (as cited in Miller, 1983, pp. 30-31).
In England, the Plowden Report (1967) piggybacked Coleman’s
research and supported its conclusions by finding that home/family
influences far outweighed school variables in relation to student
achievement. Once again, the research concluded that a school’s
programs and climate were irrelevant to the outcomes of teaching and
learning. In 1969, Jensen proposed heredity as a major influence in
student achievement.
This trend away from the view that school climate affects student
achievement continued when Jencks (1972) reanalyzed statistical data
from previous research projects and concluded that even redistributing
resources, allocating more funds, and attempting to equalize school
quality would not affect student achievement. What would affect
student achievement as Jencks saw it, were socioeconomic status (SES)
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and intelligence quotient (IQ). Jencks further implied that family
background and luck explained adult success, and he saw little evidence
suggesting that the school’s climate was of any relevance to student
outcomes and that schools had little effect on adult income and
earnings. “Like the Coleman Report (1966), this study received much
public attention and strongly reinforced the notion that schools did not
make much difference” (Miller, 1982, p. 31)
Continued climate research corroborated this lack of schools’
influence on achievement with the conclusion by Hauser, Sewell, &
Alwin (1976) that high schools make little difference (1-2% of the total
variance) after controlling for differences in the aggregate characteristics
of the student body from one building to the next (as cited in Brookover,
et. al., 1982). As described by Miller (1983),
Not so long ago the conventional wisdom regarding
American schools was that “schools do not make a
difference.” In more precise terms, this meant that
the primary determinant of achievement outcomes
was family background as measured by socioeconomic
status (SES) and ethnicity. Well-to-do children,
primarily white, did well in school while disadvantaged
students, especially minorities, did poorly. Schools
had essentially no effect on those outcomes once SES
and race were accounted for (p. 3).
During the 1960s, the importance of school and classroom climate
in discussions of learning outcomes was taken for granted without much
formal research evidence and, in the 1970s it was stylish to minimize the
relevance of school organization for classroom life and student learning
in lieu of family, heredity, ethnicity, and luck (Coleman, 1966; Jencks,
1972; Jensen, 1969; Plowden, 1967). Research at this time on
organizational structure and human relations had an effect on school
climate research as well with its emphasis on the social-psychological
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processes in schools rather than on achievement. As Miller (1983)
interpreted,
Throughout the sixties and into the seventies, school
climate research has focused almost exclusively on the
affective domain . . . which was traced to the daily
concern and responsibility over authority relations
for both principal-teacher and teacher-student inter¬
actions . . . (p. 27)
As climate research continued, the earlier conclusion that schools
did not make a difference was questioned and subsequent research would
bring renewed recognition of the importance of climate in relation to
student achievement. The literature would see research in the affective
domain continue into the 1980s and expand into the 90s, while studies
of teachers, their behavior, and classroom interaction and
communication emerged.
Research would look at the affective domain as it relates
to effective schools; most specifically, we look at student
self-concept and teacher expectations and attitude as
dependent variables in instructional settings. We critically
examine student and teacher behaviors as predictors of
school success (Crohn, 1983, p. 1).
Contemporary Climate Research
The literature of the last twenty years or so has seen new
perceptions of school and classroom climate due, in part, to changing
conditions in the structure and organization of the traditional American
family which, up to this time saw two parent families as the norm with
the father employed and the mother at home tending to the children and
homemaking chores. Societal change was bringing more mothers into
the work force for both economic and gender equity reasons. Divorce
rates and single parent families increased, organized religion was not as
influential in the family, there were more televisions and VCRs in
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individual rooms of the home, and fast food replaced home cooked meals.
Technology brought communication capabilities unheard of a decade ago
to our fingertips. Innovation, technology, and general changes in family
structure brought other problems, to which schools would ultimately
respond, to the surface.
The need for security has grown even more pronounced
with the cultural changes of recent decades. There
was a time when many early adolescents felt the
presence of a “safety net” of family, extended family,
friends, and community. . . . While many adolescents
may still feel this “safety net,” may others have felt
the anxieties of disrupted homes and a more “mobile”
society (Van Hoose & Strahan, 1988, pp. 23-24).
Among the earliest to reject the ideas of family, heredity, and luck
as the primary factors affecting student achievement were Bowles and
Gintis (1976). They proposed that educational inequalities were the
result of differences in social class and economic bias. Through their
investigation of the effects of classroom culture, they concluded that
student learning was related to the levels and types of student
interactions with teachers, administrators, and peers. Though Bowles
and Gintis did not directly connect classroom climate and achievement,
their conclusions evidenced a shift away from the view that school or
classroom climate had little or no effect on student achievement as they
indirectly connected SES to student success .
Gladsheen, Hadley, and Schneider (1977) used longitudinal data
gathered from four eastern city high schools and concluded, as had
McDill (1967) and Brookover (1979), that the learning environment does
affect achievement, after family background characteristics were taken
into account. International studies of school environment in Israel
(Chen & Fresko, 1978) and in Ireland (Madeus, et. al., 1979) confirmed
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the importance of school climate and the lesser importance of family
background and heredity with respect to student achievement.
With the work of Brookover et.al. (1979), which drew
on the research on self-concept (Brookover, et. et.,
1963, 1965, 1967) , the Coleman Report (1966), high
school academic climates (McDill et. al., 1967), and a
previous exploratory study of atypical schools
(Brookover & Schneider, 1975) was able to demon¬
strate that socio-psychological factors affecting learn¬
ing vary widely from school to school and that much of
this variation is independent of SES and race. Perhaps
even more important, the study demonstrates that the
adult staff has the major influence on the local
normative values, beliefs, attitudes, and expectations
in a given school (Miller, 1983, p. 47).
After a decade of doubt about the importance of climate and the
quality of life in a school in relation to student achievement (Schmuck,
1982), school climate and effectiveness research had returned to the
message of earlier decades: schools and their climates can make a
difference in student academic achievement. As researchers began to
look at schools from the inside they also began to look more critically at
the role of the teacher. National and international events were failing as
major influences on school curricula and we would eventually see the
reemergence of the importance of the family in the literature from a
different vantage point - that of the intellectual and educational levels of
the child’s parent(s) and their involvement in their children’s educations.
At this time, however, educators were examining alternatives to
restructure and improve from within.
With the increasing efforts to look within a school, researchers
began to uncover the tacit climate and culture of the school
environment, publishing detailed descriptions of classrooms, teachers,
and students, and what they were doing. Schools began to be examined
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individually as well as in a comparative way to understand the varying
degrees to which success was being met.
To the casual and unsophisticated observer,
schools are simply places where teachers teach
and students learn. Distinctions between schools
are not considered and often not even noticed.
But to the people who work and play within
schools—the students, teachers, administrators,
and concerned parents—schools are different from
one another. Indeed, a school has its own
vibrations and soul; different schools express
tones of feeling that are both important and
distinguishable from one another (Schmuck, 1982,
p. 2).
All schools could not have a rote sameness and each level (elementary,
middle/junior high, and senior high) deserved its own characteristic
descriptions and credit for its distinct nature. This research provided
possible causes for success or failure of schools at specific levels which
could be understood and replicated or eliminated.
Attention was also given to investigating how schools might differ
from one another with regard to student behavior and achievement. In a
significant study titled Fifteen Thousand Hours. Rutter, Maughn,
Mortimore, Ouston, and Smith (1979) estimated that students spend
approximately 15,000 hours in classrooms during their years from
Kindergarten to Grade 12. They studied 12 London secondary schools
over a period of three years in order to investigate differences among
schools in terms of student behaviors and achievement and to see how
those outcomes might be affected by school processes.
In addition to supporting the previously suggested hypothesis that
home played a small part in student achievement, Rutter et al. further
concluded that there was a difference among these schools in terms of
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the schools’ climates, described as the “overall style, approach, and
ethos”, thus supporting the idea that school climate can make a
difference in achievement. The predominant factor identified by the
authors to explain the differences they found among schools in student
attendance, behavior, and achievement was that these differences in
outcomes were systematically related to the characteristics of each
school as a human social system. This system considered such factors
as “academic emphasis by the staff, teacher actions in the classroom
lessons, the incentives and rewards, supportive interpersonal conditions
for students, and the extent to which students were able to take on
responsibility” (Schmuck, 1982, p. 7).
Positive climate was viewed as the reason programs were successful
in one school or level, and not in another. In an attempt to standardize
instruction, Arends and Schmuck (1981) developed a curriculum (School
Life and Organizational Psychology) and tested it successfully in eight
high schools. Students were taught the skills necessary for them to
understand and participate in the organizations of their own schools. In
their attempt to bring the same program to two junior high schools,
however, they encountered success in one building and failure in the
other.
Success was characterized by a climate of warmth, realization, and
support shared by teachers and administrators and by cohesiveness
within the building. Students worked together cooperatively and
skillfully. In contrast, the project failed in the junior high building
whose climate was characterized by tension, distance, an unfriendliness
among staff, and a formal and uncomfortable atmosphere. An attempt
by the principal to create a participatory setting in the building found
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few teachers willing to take part. Students in this building worked
ineffectively in groups and, consequently, a few students dominated
activities. Just as Rutter et. al.(1989) saw the importance of the
relationships among the teaching and administrative staff, climate, and
students’ willingness to participate, Arends and Schmuck concluded that
the key to school and classroom effectiveness was the ability of teachers
to work together, cooperatively and cohesively. They believed the
“teachers’ social competencies in working cooperatively set the
psychological context for effective classroom interaction” (Schmuck,
1982, p. 11). The work of Rutter, and Arends and Schmuck further
supported the conclusions drawn years earlier by Seeman and Seeman
(1976) who presented quantitative data which showed that students were
more favorable toward school when teachers were participants in faculty
discussion, collaborative decision-making, and cooperative teamwork
regarding changes in school rather than when teacher interactions were
less collaborative and cohesive.
Concern for the effect of family, home, and heredity had now
diminished in the literature as a major factor affecting student
achievement. It had been firmly established that school organization
and climate do make a difference in student achievement and learning
outcomes. Research from this point focused on schools as social
systems and they were looked at comparatively and individually.
Goodlad and Pallas’ studies, in 1984 and 1988 respectively, offered new
insights which opened the door to topics for further expansion and
future research.
Investigation and exploration of schools continued with Goodlad
(1984) who claimed not to have presented a research report in A Place
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Called School, but rather a discussion of what appeared to be the
current state of schooling in the United States. Goodlad wanted to
provide “thick” descriptions, which are considered vital to the credibility
of qualitative research (Lincoln & Guba, 1988), of the 38 schools from
seven major regions of the country which he studied. He and his
colleagues placed schools under a microscope and elicited responses to
the same numerous items from students, parents, teachers, and
administrators.
The purpose of Goodlad’s work was to provide an understanding of
schools as total entities, something that he claimed had yet to be done.
He stated, “Researchers criticize schools, but they tend to study
students, teachers, or methods of teaching” (Goodlad, 1984, p. 17).
Goodlad did, in fact, provide an in-depth understanding of American
schools (12 senior high, 12 junior high or middle, and 13 elementaiy),
though, unlike his predecessors, he discussed differences in climate
among the levels and not among individual schools. Elementaiy schools
were described as having more teacher/student contact and interaction
than their secondary counterparts. Similarly, Sidlik and Pibum (1993),
in their study of enablement and alienation in middle school science
classrooms, found that the decline in students’ attitude from first
through eighth grade might be due in part to a shift from the studentcentered classroom climate of the elementary level to the teachercentered classroom climate that seems to be part of the structure of
secondary schools. Among additional conclusions of Goodlad’s study
were that teachers needed to make subject matter relevant and
interesting to students, they needed to allow them to participate in their
own goal setting, and they needed to teach to the learning styles of all
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students. It was premises such as those proposed by Rutter and Goodlad
that would be found to merit continued research into the 1990s.
Pallas (1988) studied school climate in 538 secondary schools
nationwide by surveying up to 30 teachers in each of those schools. The
teachers’ responses to each of the items in the survey, using Pallas’ five
climate measures (Principal Leadership, Teacher Control, Teacher Morale,
Staff Cooperation, and Student Behavior), represented either a positive
or a negative perception of school climate. Among the results of Pallas’
work was the conclusion that differences among schools were not
appreciable, but differences within schools were (Centra & Potter, 1980;
Pallas, 1988). Pallas, like Goodlad, also noted the differences in his work
at the secondary level from previous research done primarily at the
elementary level. Pallas attributed the existence of these differences to
several things including the fact that elementary schools and secondary
schools may differ in their definition of climate because of the basic
organizational difference of size and diversity. The goals of each level
were also to be considered:
For instance, while the goals of elementary schools
are commonly understood to focus on basic literacy
skills and socialization, many secondary schools
strive to teach citizenship, work habits, personal
growth, specific occupational skills, and moral
values; to prepare students for college; and to impart
basic skills to students (Pallas, 1988, p. 552).
Illustrative of the more focused results of climate research in the
literature of the 1980s was Pallas’ specific finding that the differences
which existed within schools had little to do with personal teacher
characteristics such as race, ethnic origin, sex, education, or years of
teaching experience. In contrast, teachers who believed they were
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teaching talented students reported a more positive school climate as
reflected in their ratings of high morale. Prior to Pallas’ work, Goodlad
had likewise noted marked contrasts between teaching high and low
track student groups.
Consistently, the differences in curricular content,
pedagogy, and class climate favored the former
(high track). Consistently, the practices and
atmosphere of the low track classes conveyed lower
academic, and indeed, more modest expectations
generally, as well as greater teacher reinforcement
of behaving, following rules, and conforming (Goodlad,
1984, p. 159).
From the research of Rutter, Pallas, Goodlad, and others in the
mid-1970s into the mid-1980s, not only had the literature solidified the
view that schools do make a difference in student achievement, but
attention was now being drawn to the classroom within the school and
on what makes a classroom effective, efficient, inspiring, and even fun.
In their work on achievement differences among schools, Centra and
Potter (1980) had suggested that because these differences (in
achievement among schools) were so small, future research should
concentrate on the classroom level and on individual teacher-student
relationships.
A pattern was established in the literature of climate studies that
identified positive and specific effective characteristics for educators.
Fuqua (1989) suggested that teachers could use profiles of classroom
climate as a basis for thinking about ways to improve the learning
environment and increase student achievement. Classroom climate had
already been found to predict a significant portion of the variance in
achievement so rather than having it continue to be a departure point in
climate discussions, meeting the needs of all students by having
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operational control of classroom climate and identifying climate
constructs relating to teacher affect and teacher behavior gave research a
possible future direction. Mapping out what a positive classroom climate
looked like had been done. The task now was to refocus climate
definitions on individual schools and to begin to show teachers how to
apply the knowledge that had been solidified in the literature as effective
in their own classrooms.
Research studies had plainly identified (1) distinguishable teacher
tasks (2) teacher qualities that promote good classroom managers and
instructors (3) classroom climate variables that affect student
achievement and (4) the characteristics of effective school principals
(Hobar, 1981). As climate research continued, so did the quest for a
more exact definition of climate and what characteristics represented its
positive and negative attributes.
Data for a study by Engstrom (1981) were gathered from 895 junior
and senior high school classes where both students and teachers
responded to questionnaires and interviews, and each class was observed
on three separate occasions. Engstrom sought to more clearly define
classroom climate by determining the extent to which climate measures
teacher characteristics, student characteristics and classroom
characteristics such as curriculum and class size. Attention focused on
classroom climate variables of: (1) teacher concern, punitiveness,
authoritarianism, favoritism, enthusiasm, and clarity; (2) student
decision-making, peer attitudes, competitiveness, cliqueness,
satisfaction, compliance, and apathy; (3) classroom physical appearance;
(4) instructional practices: knowledge of results, task difficulty, and
organization.
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Evidence from this study indicated that climate is affected by a
wide range of variables that merge together in the classroom, and that
climate is most affected by the variables most proximate to the
classroom (Engstrom, 1981). These conclusions, with focus on more
particular variables within climate research, served as a spring board for
climate research to unlock and open the door to the world of the
classroom by allowing for the study of a series of constructs or individual
climate constructs seen as important and pertinent to the researcher. As
the parameters of classroom climate were narrowed, constructs became
more specific. Wong (1993), for example, used the Mathematics
Classroom Environment Scale to look at the following eight dimensions:
enjoyability, order, involvement, achievement orientation, teacher led,
teacher support, teacher involvement, and collaborativeness, while
Thorkilsden (1994) reported on interviews with students about their
conceptions of fairness. Climate study results were specific, not general,
in their assertion of what was indicative of positive climate
Though their work was directed specifically to meeting the needs of
gifted children, Delisle and Delisle (1992) proposed a model that would
not only meet the needs of a gifted child, but that could be applied to
any classroom and groups of students. These proposed steps expressed
an awareness, preparedness, and attentiveness on the part of the teacher
and they included the type of climate they found a teacher needed to
create: (1) acceptance (initiatives must start out small and sound to be
successful, must focus on “cans” rather than “can’ts”, and must
recognize various learning patterns, styles, and rates); (2) classroom
climate (should be child-centered, active, open and respectful); (3)
knowledge of content objectives (including the course of study, the role
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of textbooks, and a wide variety of resources and materials); (4) learning
activities (characterized by flexible pacing, both acceleration and
enrichment options, and use of interdisciplinary theme units); and (5)
evaluation (use of alternative methods by a variety of individuals to
evaluate both observable and non-observable domains) (Delisle & Delisle,
1992).
These steps were deliberate in their intent to provide what is
essential in any classroom for students to learn and achieve to their
maximum potential. Climate research resulted in other narrowly focused
works coinciding with the thought that climate and climate research had
generally tended to be defined by the individual researcher to serve the
purpose of their particular study.
For example, Ridling (1994) studied the effects of three different
seating arrangements on teachers’ interactive verbal behaviors.
This study evaluated 90 junior high level public school teachers’
interactive verbal behavior in response to three seating arrangements
(row, herringbone, and u-shaped.) across four dimensions; frequency of
indirect teacher talk, frequency of direct teacher talk, frequency of
student talk, and silence or confusion. Results indicated that; (1)
teachers using either u-shaped or herringbone seating engaged in more
interactive verbal behaviors than those in traditional row seating; (2)
alternative seating arrangements had the most effect on the dimensions
of indirect teacher talk (accepts feelings, praises or encourages, accepts
or uses ideas of students, asks questions, and answers students
questions) and student talk (teacher-initiated teacher talk, student
questions, and student initiated student talk); and (3) alternative seating
arrangements enabled teachers to use interactive verbal behaviors in
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ways that made their lesson presentation more active and collaborative
among students.
Additionally, this study concluded that other factors such as the
teacher’s enthusiasm, energy, and personality may be more of a factor
when examining interactive verbal behavior than seating arrangement
alone, and that teachers who alternate their existing row seating
arrangements may effectively enhance their instruction in all dimensions
(Ridling, 1994).
As stated previously, discussion of the affective nature of the
classroom became more prominent in climate studies and in the
presentation of climate research results. This did not exclude the
thoughts provided by effectiveness research that the effective teacher is
organized, plans well, and manages well, it simply added another
dimension. Edwards (1992) maintained that an environment of trust,
protection, and mutual regard allows children to grow in the practice of
cooperation, joint problem solving, and positive social behavior. This
study detailed ways for teachers to create a democratic and participatory
climate and a community of caring and well-being in the classroom.
Similarly, Lumsden (1994) said that teachers can help motivate
students to learn by maintaining a caring, supportive classroom climate
by making tasks challenging but achievable and by defining them in
specific, short-term goals. There is more reciprocity and intimacy in
what DeVries, et al. (1991) referred to as the constructivist classroom
and an almost totally unilateral relationship with the teacher in a
direct-instruction classroom.
Climate research also examined actual and preferred classroom
climate as perceived by both teachers and students. Fraser and
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Wilkinson (1993) described an instrument developed to assess students’
or teachers’ perceptions of five dimensions of actual or preferred
classroom environment: student cohesiveness, open-endedness,
integration, rule clarity, and material environment. In 1992, Ryan
presented the results of a study designed to determine how classroom
practices correlated with classroom environment that teachers and
students preferred. The study correlated the differences in teachers’ and
students’ perceptions of actual and ideal classroom environment with
leaming-centeredness in 11 high school classrooms. It was expected
that in classrooms which are learning-focused and learner-centered, the
differences between teachers and students perceptions of actual and ideal
classrooms would be smaller. Results of the Classroom Environment
Scale and observation of leaming-centeredness in Ryan’s work revealed
that the smallest differences in perception were correlated with the most
learning-centered classes in a comparison of students’ perception of their
ideal and actual classroom environments (Ryan, 1992).
A teacher’s or student’s perception of classroom climate, actual or
preferred, was being taken into account in discussions of student
motivation. The purpose of a review of the literature done by Cunniff
(1989) was described as an exploration of factors that influence
classroom motivation and suggestions of strategies for promoting
students’ desire to learn. The report provided these conclusions: (1)
classroom climate and teacher interaction with students is crucial
in creating the needed socio-emotional climate to help maximize
student achievement and motivation; (2) learning is enhanced is
motivation is internal although reinforcers may be used: (3) cooperative
and individualistic goals are more likely to increase motivation since
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they decrease interpersonal competition and increase intrapersonal
competition; (4) individuals who believe in their own competence will be
more persistent, have an internal locus of control, and attribute their
successes to ability and their failure to lack of effort; and (5) attribution
retraining by emphasizing a student’s personal causation in learning
should be a major objective in motivation (Cunniff, 1989). (emphasis
added)
Climate research in the late 1980s and early 90s synthesized the
elements of prior climate research with an increasing focus on individual
constructs all tied directly to the teacher and teacher behavior. The
relationship between classroom climate, teacher behavior, and the
individual student were taken into greater account. Concurrently, the
term effective represented the optimal school, classroom, or teacher in
studies which were designed to look inside buildings and classrooms to
identify those characteristics that make a difference in the academic
success of students (Everson. 1983, p. 2).
Effective Schools Research
The same challenge to define effectiveness presented similar
difficulty to previous discussions of the definition of climate in the
literature. In Miller’s (1983) words,
Although the results of various strands of research on
school effectiveness demonstrate remarkable commonalities,
there is no single set of characteristics of effective schools
upon which all researchers would agree. Further, the
various elements which have been identified do not appear
in every study, nor with equal strength of association with
outcomes in different studies. In short, schools are complex
social systems in which different elements or characteristics
combine in different ways and different combinations in
various schools (p. 6).
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“Effective” had, nevertheless, become the operative adjective used
to describe the ideal school, which, if it were effective, would have
teachers and instructional techniques that create an ideal climate for
learning. Much of the early effective schools research was concerned
with the attitudes, expectations, and beliefs that prevail in a school with
a later recognition in the literature that, eventually, learning depends on
the actual delivery of instruction by the teacher.
Effective schools were found to exhibit specific characteristics
associated with good student achievement. As Brophy (1992) stated.
School effects research (reviewed in Good and Brophy, 1986)
identified characteristics in schools that elicit good achieve¬
ment gains from their students: (1) strong academic leader¬
ship that produces consensus on goal priorities and commit¬
ment to instructional excellence; (2) a safe, orderly school
climate; (3) positive teacher attitudes toward students
and expectations regarding their abilities to master the
curriculum; (4) an emphasis on instruction in the curricu¬
lum (not just on filling time or on academic activities); (5)
careful monitoring of progress toward goals through student
testing and staff evaluation programs; (6) strong parent
involvement programs; and (7) consistent emphasis on the
importance of academic achievement, including praise
and public recognition for students’ accomplishments
(p. 4). (emphasis added)
Effective schools research at the middle school level suggested that
successful middle schools were designed to meet the needs of early
adolescents and that successful teachers were those who understood and
embraced these needs. Middle level effectiveness research, however,
followed considerable controversy regarding the “junior high school.”
In recent decades we have seen many traditional junior high
schools, typically housing grades 7, 8, and 9, being transformed into the
more contemporarily termed middle school housing some combination of
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grades five through nine. Historically, the concept of junior high school
can be traced back to 1893 with a recommendation by the “Committee of
Ten on Secondary School Studies” that six years of elementary school
and six of secondary school would bring balance to education.
Plans for the first junior high schools contained components
that would be very familiar to today’s middle school
educator. The school was based on the characteristics of
young adolescents and concerned with all aspects of growth
and development. ... It would emphasize guidance and
exploration, independence and responsibility (George, et al.,
1992, p. 3).
As American education progressed further into the 20th century,
however, the junior high school began to present itself increasingly as
merely a reflection of the typical high school with no particular identity
of its own. Catering to the needs of the young adolescent, as was
originally intended, was replaced with
”... teachers organized in academic departments and
students being promoted or retained on a subject-by-subject
basis. Elective programs focused on specialization that
would lead to quasi-majors at high school rather than the
exploration envisioned by the early junior high school
educators (George et al., 1992, p.4).
Since the 1960s, however, the middle school has emerged as the
prescription to the ailments of middle level education. General
reformation of levels to K-5, 6-8, and 9-12, depending on the
community, seems to suit the overall educational and social needs of
children. Middle level education perhaps reaped the greatest benefits of
this restructuring effort. “Without the 9th grade, these new schools
would be less controlled by the high school and freer to adapt to the real
needs of older children and young adolescents” (Alexander and Williams,
1965 as cited in George, 1992, p. 6). Finding the grade combinations
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most likely to meet student success would appear to have been settled at
the upper end of the configuration at least. Eliminating grade nine and
capping middle level education with grade eight appears to be the norm.
The lower end, the beginning level, seems to vaiy from grade five or six.
A shadowing study of eighth graders entitled Inside Grade Eight:
From Apathy to Excitement done in 162 schools nationwide gives us a
numerical view of the grade level configuration of those schools studied:
53.4% (N=86) - grades 6-8; 20.5% (N=33) - grades 7-8; 11.9% (N=19) grades 7-9; 4.4% (N=7) - grades 5-8; 9.8% (N=17) - other (Lounsbuiy and
Clark 1990, p. 11). To numerically view the configuring of grade levels
from another vantage point, Alexander and McEwin (1989) reported that
“The number of schools organized in a grade six through eight
configuration grew from 1,663 schools in 1970-71 to 4,329 in 1986-87
(an increase of 160%) while the number of schools using the grade seven
through nine configuration declined 53 percent from 4,711 in 1970-71 to
2,191 in 1986-87” (p. 3).
Earlier recognition of the failures of the junior high school to
meet student needs adequately led to reorganization and restructuring
into the middle school whose design was intended to provide a
curriculum, instructional methodologies, and a climate conducive to
learning and growth for students ages eleven/twelve to
thirteen/fourteen, as was, again, its original intent decades before.
The concept of the middle school is a rather recent
development in American education. Throughout this
century there has been a movement toward a third level
schooling, . . .it has usually been called the junior
high school. By the 1960s, however, the junior
high arrangement of seventh, eighth, and sometimes
ninth grades was under scrutiny. Many educators,
dissatisfied with this grouping, felt its content and
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methods were more suitable to high school students
and that it failed to serve as a bridge between childhood
and adolescence (McConnell, 1977, as cited in Reinhart
& Beach, 1983, p.5).
The NASSP Committee and Council on Middle Level Education
(1983) saw the middle school as having ranges of programs and
expectations for its student body far beyond anything found in the
earlier junior high school, where the general practice of students
rotating from teacher to teacher, subject to subject, and room to room
following a senior high school model has now become a teamed or a
team teaching effort in the middle schools. A pod of two, three, or four
teachers works with a group of students who are taught in a cluster of
rooms. A familial sense of belonging and comfort is theoretically one
outcome for both staff and students.
The Carnegie Report, Turning Points (1989) recommended that
middle schools be organized around:
. . . small communities for learning where stable, close,
mutually respectful relationships with adults and peers are
considered fundamental for intellectual development and
personal growth. The key elements of these communities are
schools-within-schools or houses, students and teachers
grouped together as teams, and small-group advisers that
ensure that every student is known by at least one adult
(Capelluti, 1991 as cited in Capelluti and Stokes, Eds. 1991,
p. 7).
Major reports on effective middle schools addressed what Lipsitz
(1984) called the “nonnegotiable” standards of achievement, attendance,
and discipline which all effective middle schools met. These schools
demonstrated the measurable outcomes of effectiveness but this did not
give a complete picture of the successful middle school (Van Hoose &
Starhan, 1988).
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Lipsitz (1984) studied four exemplary middle schools and Johnston
(1985) studied ten. Each suggested that the process of creating a
positive climate begins with an understanding of transescents and their
needs. These exemplary schools not only met Lipsitz’s “nonnegotiable”
standards, they also created a positive climate which made the students
feel a sense of belonging and a willingness to take part in learning.
The atmosphere in these inviting places is based on
respect and trust rather than on rules and regulations.
Lipsitz concludes her analysis of these four exemplary
schools with the assertion that “. . .these successful
schools insist on the common humanity of their
inhabitants. They insist on the schools as community and the students assent. . .Most striking is the level of
caring in the school (p.181)” The effective schools are thus
“caring” schools and encourage students and teachers to
succeed in a myriad of ways that stem from commitment
(Van Hoose & Strahan, 1988, p. 34). (italics added)
The effective schools research of Edmonds (1979) gave us what has
become the most commonly cited correlate: that an effective school has
classrooms that have an orderly, work-oriented, positive atmosphere or
climate. This positive climate, as legislation in the Commonwealth of
Massachusetts has recently described it, would “ensure . . . the
conditions for all pupils to engage fully in learning without threats to
their sense of security or self-esteem” (Education Reform Act, Section 27,
1993). In the State of Kentucky in June of 1990, a similar Education
Reform Act was passed which totally restructured the finance,
governance, and curriculum of its public schools. Bridge (1993)
described the one of the major provisions of the Act which mandated
multi-age, multi-ability grouping in kindergarten through grade 3. The
philosophy of the program stressed a non-competitive classroom climate
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in which the childrens’ growth and understanding of themselves are
nurtured in a safe, caring, and stimulating environment.
Researchers began to submit that the climate of a classroom in an
effective school would afford each child the opportunity to feel like a
good and important individual and to feel accomplished (Brophy, 1987;
Edwards, 1992; Garcia, 1992; Kaser, 1984; Lepper, 1989; Lumsden,
1992). Research had defined effective/positive climate in terms of the
individual child and his/her feeling accomplished. As we saw from the
dictionaiy definition of achievement, defined as “the act of accomplishing
or finishing something,” the effective classroom meant giving each child
an opportunity to achieve while recognizing what cognitive psychologists
have discovered, “all children, when they enter school, bring a wealth of
informed knowledge. They are not, as was believed, “sponges” soaking up
knowledge according to their ability levels (Prawat, 1992. p. 11).
No classroom would have any climate, let alone a positive or
negative one, if it were not for the interactions of the teacher and the
children. The effective teacher takes the two basic premises underlying
effectiveness research, the belief in the potential of all children to learn
and belief in and understanding of individual differences, and molds
them to fit each student in their present circumstance.
Far more important than the quantity of effective schools research
is what the research told us about what an effective teacher and teaching
are and which teacher behaviors lead to effectiveness in the classroom.
Teacher Effectiveness
As the focus of achievement and climate research reached further
into individual classrooms in search of “effective,” the affective and
subjective domains of the classroom had somewhat overshadowed the
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cognitive and objective. Achievement was seen as an end, not a means
to an end and the determiners of successful achievement were being
questioned. As Glasser (1969) said of grades nearly three decades ago,
Grades were originally conceived as an objective measure
of a child’s progress. . . . Between A and F lie B, C, and D,
grades by which a teacher tries to gauge the relative ability
of a child . . . Grades are supposed to stimulate the child to
work harder and to learn more, and to stimulate his parents
to see that he does so. ... If grades truly motivated students
at both ends of the scale, there would be very little to
criticize; but they do not now and will not in the foreseeable
future (p. 60).
Just as factors and influences surrounding achievement were being
re-evaluated, so were those affecting classroom climate, which
researchers increasingly saw as determined by individual teachers. The
quest of climate research, to provide educators with a vision and perhaps
advice for constructing an ideal classroom in which all students are seen
as successful, consequently centered around the teacher and their
behavior.
Only in a school where teacher and student are
involved with each other and equally involved with the
curriculum through thinking and problem solving does
education flourish - an education that prepares
students to live successfully in the world (Glasser,
1969, p. 19).
“Skillful teachers are made, not bom. They have learned . . .
the skills to use, and we can look at what they are doing in
the classroom and say what is skillful about it. . . . Many
skillful teachers . . . just “know” what to do, and seem to do
it effortlessly and naturally . . . intuitively, some might say
(Saphier, 1987, p. 3).
There are also those teachers who have not learned the skills to
use or who fail to be aware of or to consciously attend to their own
behaviors as they affect climate in their classrooms. Crohn (1983) stated
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that “most inappropriate teacher behavior occurs because teachers are
not aware of such behavior or of alternatives to correct the behavior (p.
38). To remedy this unawareness, Brophy and Good (1974) suggested
that teachers need to be made aware of improper behavior and
interaction with students through use of audiotapes, observations by
fellow teachers, informal discussions with students to solicit feedback,
inservice activities or other means to help teachers expand their
repertoire of classroom skills.
Effective teaching is a balance by the teacher of numerous
variables, some of which remain constant and others which could vary as
often as daily or even hourly. Among the constant variables, for
example, would be the physical site of a teacher’s classroom in a
particular part of a school building. Within that room other constants
become evident: windows, doors, heaters, chalkboards, and bulletin
boards, for example. The placement of a classroom cannot be changed,
but its appearance in terms of decoration, neatness, cheerfulness, and
appropriateness to the subject taught certainly can be tended to by the
teacher.
Classroom life can vary as much as any day at home can with
unforeseen and unplanned occurrences. Student arguments,
disagreements, physical altercations, office announcements, fire drills,
too much or too little heat in a room, or crises of varying degrees can
erupt at any time, forcing the teacher to address the situation. How the
teacher handles these assorted interruptions is one measure of his or her
effectiveness in the classroom.
Materials and resources are likewise alterable variables affecting
the potential effectiveness of the teacher. With adequate texts and
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supplementary materials including workbooks, readers, and more
contemporary forms of technology such as CDs, the teacher can offer
students the variations in instructional challenges necessary to ensure
learning. Curriculum is another factor which I believe represents
organized, planned, thoughtful, and carefully implemented use of the
subject matter and resources. A poorly designed or articulated
curriculum will contribute to ineffectiveness rather than effectiveness.
These factors are likewise important in the effectiveness picture, but
none is insurmountable.
There is little doubt that the physical plant, the availability of
resources, the curriculum, and interruptions affect the scheme of
balance, the teacher and students, and to some degree the learning in a
classroom. There is, however, one prominent element which is the single
most significant factor in effectiveness: the human element. It is the
interaction and the communication between the teacher and the
students which contributes most to effectiveness and consequently to
achievement. Averch (1972) and Mumane (1981) suggested that the
interaction and expectations of staff for students accounted for variance
in student achievement. This would suggest that
There is no separation of human elements and skill
elements in education. To be effective, teachers must
be as knowledgeable about specific interpersonal
communication skills as they are about the delivery
of their subject skills to students (Crohn, 1983, p. 3).
Recognition of balancing human elements and skill elements in
education takes on different forms at each of the three educational
levels. Elementary students are able to stay with one teacher and set of
classmates for one year, and in some cases, for two consecutive years in
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a student-centered situation. Teamed middle school students begin to
see and feel a change from the nurturing atmosphere at the elementary
level to the more subject/content-centered rationale of the secondary
level, while students in the more traditional junior high school
experience a drastic change from elementary to secondary school - until
all students finally get to high school and everyone goes in different
directions all day. Regardless of level, the task of the effective teacher is
to provide the opportunity for both academic and personal success to all
students.
Teacher Effectiveness Research. Teacher effectiveness research
addresses those characteristics which bring the academic and
humanistic natures of teaching together. Though research tells us that
there is a difference in the educational processes of the elementary,
middle, and high school levels, the characteristics of teacher
effectiveness are generalizable regardless of level. The literature of recent
years has provided considerable evidence that there is such a thing as an
effective teacher. “Research on teacher effectiveness has not yielded
specific guidelines about how to teach, but it has provided clear evidence
that teachers can and do make a difference” (Good and Hinkel, 1982, p.
30). This teacher possesses attributes and behaviors which contribute
mightily to student success.
Effective teachers have been described as having
an infinite number of managerial, instructional,
and organizational characteristics which differentiate
them from ineffective teachers. Effectiveness is
based on behavioral, situational, and trait theories
of teaching. Effective teachers put students in touch
with curriculum and devise mechanisms to continue
keeping them in touch (Reynolds, 1979-1980, pp. 35-38).
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Teacher effects research (reviewed in Brophy and Good, 1986)

identified teacher behaviors and patterns of teacher-student interactions
associated with student achievement gains. This research firmly
established three major conclusions:
1. Teachers make a difference. Some teachers reliably elicit greater
gains than others, because of differences in how they teach.
2. Differences in achievement gains occur because of differences in
exposure to academic content and opportunity to learn. Teachers
who elicit greater gains; (a) place more emphasis on developing mastery
of the curriculum, in establishing expectations for students, and defining
their own roles; (b) allocate most of the available time for activities
designed to foster such mastery; and (c) are effective organizers and
managers who make their classrooms efficient learning environments,
minimize the time spent getting organized or making transitions, and
maximize student engagement in ongoing academic activities.
3. Teachers who elicit greater academic achievement gains do not
merely maximize “time on task”; in addition, they spend a great
deal of time actively instructing their students. Their classrooms
feature more time spent in interactive lessons, featuring much teacherstudent discourse and less time spent in independent seat work. Rather
than depend solely on curriculum materials as content sources, these
teachers interpret and elaborate content for students, stimulate them to
react to it through questions, and circulate during seat work times to
monitor progress and provide assistance. They are active instructors, not
just materials managers and evaluators, although most of their
instruction occurs during interactive discourse with students rather than
during extended lecture-presentations (Brophy, 1992, p. 4). (emphasis
and italics added)
Measuring Teacher Effectiveness. Effectiveness research data
used to formulate conclusions such as those unified by Brophy have
been gathered from teachers, students, administrators, parents, and
others involved directly and indirectly with the educational process.
Qualitative and/or quantitative methods have been employed to collect
these data using observation, interview, and video techniques, as well as
standardized surveys and questionnaires.
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Not to overlook or exclude the

importance of input from administrators and parents, this research
required an instrument designed to pursue effectiveness primarily from
the students’ points of view and secondarily from their teachers’
standpoint.
Student perceptions of the social climate of the classroom are
measured by instruments such as the My Class Inventory (MCI) and its
simplified version, The Learning Environment Inventory (LEI) (Blosser &
Helgeson, 1985; Fraser et al., 1982). Fuqua (1989), who described
climate as the quality of the environment in a classroom that persists
over time and is experienced by students, used the My Class Inventory
(MCI) with elementary and junior high school students to assess their
view of classroom climate in the areas of satisfaction, friction,
competition, difficulty and cohesion. Research conclusions indicated
that each of these dimensions was related to learning in classrooms in
the eyes of the students who completed the inventory (Fugua, 1989). The
chosen measure of classroom climate in this study is an adaptation of
The CFK, Ltd..School Climate Profile (Howard, et al.,1987, pp. 55-59).
This measure, surveying the constructs of respect, trust, morale,
opportunity for input, academic and social growth, cohesiveness, class
renewal and caring, will provide data from each classroom regarding the
state of climate as it is and as it should be as perceived by all students
and the teacher in that room. Teacher effectiveness will therefore be
judged in this study by those closest to it and by those most able to pass
judgment: the students and their teacher.
Not surprisingly, the narrative educational jargon of researchers is
replaced by more human terms in a student’s thoughts and words about
a teacher.
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My homeroom teacher is my favorite teacher. She is always
nice in the morning when you come in. On Mondays she
always asks about our weekends and tells us what she and
her husband did. She knows alot about plants and has
spider plants all over the classroom. One time she brought
in an orange cactus. A boy accidentally knocked it off the
cabinet and all the dirt went everywhere. He was really
scared that he was going to get in trouble cause she likes
plants and all but she just laughed and said it was her fault
for putting it in someone’s way. Then the boy laughed too
and they cleaned it up. The next day she brought the cactus
back in new dirt and got the boy to find a safe place for it.
At the end of the year she gives her plants away (female; 12;
8th grade)
(Van Hoose & Strahan, 1988, p. 34).
There are characteristics of effective teaching and teacher behavior
discussed in the literature which make the classroom more than robotic
and business-like and turn that classroom into an interactive, non-stop,
fascinating, and fun place - a kind of place where students are learning
and may not realize it because they are enjoying themselves too much to
think about it. The teacher has created a climate in this classroom
which is positive and engaging. “. . .to motivate and engage students,
teachers must create a classroom environment in which every student
comes to believe, “I count, I care, and I can” “ (Dodd, 1995, p. 65).
According to Sizer (1992), this engaging climate encourages students to
use their minds and do work themselves.
It is evident from the literature that effective or skillful teachers
intentionally tend to the atmosphere they create in their classrooms
because they know its impact on children is profound. They are also
aware of the fact that they create that positive climate and that they
exhibit behaviors accordingly. These teachers have a human and
humane quality about them - that they are caring and interested people
which impacts who they are as teachers.
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Just as a pipe organ player must use hands, feet, brain,
and soul to create melody, a teacher must use voice,
physical movements, brain, soul, and other resources
to meet the demands of interactive teaching. ... A class
room is no place for a confused or ambivalent teacher.
(Butefish, 1990, p. 107).
As the classroom has been described as a social system, it is the
teacher who communicates and interacts from a position of leadership
and authority with the children in the classroom. Research has
identified how the effective teacher communicates and interacts.
Teacher Behavior
Teaching is everything that happens
in a classroom (Everson, 1983, p. 3 ).
Teacher behavior research has as its intent the identification and
documentation of those behaviors which contribute both positively and
negatively to classroom climate and which ultimately affect student
achievement. Results and conclusions drawn from teacher behavior
research offer educators an awareness and perspective they may not have
had previously, suggestions which would lead to the continuation,
alteration, or elimination of their own behaviors, and the tools with
which they might gain operational control over the climate in their
classroom.
There is evidence to suggest categories of characteristics of both
positive and negative teacher behaviors in the classroom. On the
negative side, in a study which examined teachers as potential sources of
instructional and/or motivational problems, data revealed that teacher
misbehavior could be reduced to three factors: teacher incompetence,
offensiveness, and indolence. Gillick (1985) had found, in her study of
teacher behaviors in classes perceived by those teachers to be their
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worst, that the less effective behaviors which occurred most were in four
out of ten major categories of teacher behavior: maintaining time on
task, warmth, task-oriented/ business-like environment, and teacher
expectancy.
Teacher behaviors considered positive influences in the classroom
will be discussed in detail later in this review of the literature since each
falls under the larger concept of competent communicative and
interactive ability on the part of the teacher.
Communication and Interaction
The classroom environment is an ideal setting for
studying the communicative climate. Teacher and
students meet regularly for the primaiy purpose of
exchanging information and clarifying ideas
through the process of communication.
Communication behavior which serves social
and/or psychological functions can be viewed as
instrumental in developing the character of a
classroom climate (Adler, Rosenfeld & Towne,
1983; Jensen, 1960; as cited in Darling, 1986,
p. 25).
Everything that happens in the classroom setting is
communicative and interactive in some way. Communication may be
verbal, non-verbal, or written, expressed or implied, overt or covert and
could be considered positive, negative, or neutral. Classroom
communication could be teacher-directed and take the form of lecturing
or questioning, small or large group instruction, working with technology
individually or as a class, or using tapes or videos. Or communication
could be more student-centered/teacher-observed and involve cooperative
group work for a single exercise, or for research projects and
presentations.
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The most direct route to effective teaching and positive classroom
communication is “to teach the students how to fight effectively for an
education. The stronger they are, and the more tools they possess, the
more effective we are as teachers (Joyce and Weil, 1986, p. 2). The
communicative atmosphere created by the teacher is a major contributor
to overall classroom climate and to student achievement. Fostered by
this climate are students’ imagination and the development of discovery
vision, and cooperation, along with a sense of social respect and self¬
esteem ( Bean, 1992; Litterst & Eyo, 1993; Shapiro, 1993).
The communication segment of classroom climate and teacher
behavior research grew out of the expansion of effective teacher research
into the area of classroom management which had moved away from
controlling student behavior in favor of examining teacher behaviors
intended to create and maintain a positive classroom climate (Blank &
Kershaw, 1993; Brophy, 1983; Doyle, 1986; Evertson & Harris, 1992;
Johnson & Brooks, 1979).
Management theory offered effective group strategies used by
teachers to get high levels of involvement and low levels of misbehavior
from students. These strategies, as identified by Gump (1982) and
Kounin (1970), included (1) withitness - communicating awareness of
student behavior; (2) overlapping - doing more than one thing at once;
(3) smoothness and momentum - moving in and out of activities
smoothly with appropriately paced and sequences instruction; and (4)
group alerting - keeping all students attentive in a group focus (Evertson
& Harris, 1992, p. 75). It is clear how the application of an objective,
matter-of-fact term like management as it pertained to the classroom
was transformed into a less business-like word, communication. One
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dictionary definition of communication is “the exchange of ideas,
messages, or information, as by speech, signals, or writing (Webster’s II,
1984, p. 288).
Classroom communication research has identified a teacher’s
ability to engage and involve students as issues of both affect and effect
on students. Wang, et al. (1994) found that the time a teacher spent on
a topic and the quality of teacher-student social interactions impacted
most on student learning. In conjunction with humanism and
psychological needs, Wang stated more specifically,
. . . the different kinds of classroom instruction and climate
had nearly as much impact on learning as the student
aptitude categories. The most influential category,
classroom management, includes group alerting, learner
accountability, smooth transitions, and teacher “with-it¬
ness.” . . .Constructive student and teacher interactions
contribute to students’ sense of self-esteem and foster a
sense of membership in the class and school (Wang et al.,
1994, pp. 75-76).
It has been demonstrated that student achievement is influenced
by dynamic interaction within classrooms (Beebe & Butland, 1994;
Haukoos, et al., 1987). Teachers’ interactive skill begins with a complete
understanding of the nature of the educational level and the nature of
the child. The previously discussed understanding of the middle level
child and his/her unique struggles for identity on all levels; academic,
social, and emotional (Averch, 1972; Brophy & Good, 1974; Cunniff,
1989; Glasser, 1969; Lipsitz, 1984; Murmane, 1981; Van Hoose &
Strahan, 1988). Interactive skill has been identified as on characteristic
of effective teaching (Munroe, 1982) and implies interpersonal
competence (Allen, 1987; Crohn, 1983).
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This interactive ability requires

simply that the teacher knows not only what material is being presented,
but, also, knows how it needs to be presented to engage students.
Unfortunately, few teacher behavior studies have been done on the
topic of interaction, particularly at the secondary level (Butefish, 1992).
However, a study designed to examine the relationship between teaching
styles and students learning outcomes by looking specifically at a middle
school setting, the purpose and the nature of classroom interactions
found that teachers’ interactions with students were mostly
instructional, sometimes managerial and that classrooms became more
active over time as the teacher and students came to know each other
better (Huang and Waxman, 1992).
Classroom interaction could be between the teacher and any
number of students, between a student and his or her peers, or students
interacting silently with written material, for example. Successful
interaction, most importantly, allows students to interact on all levels;
that is, with the teacher, their peers, and the subject matter without
threat to their sense of self and without fear of failure.
The goal is to help each person to take responsibility
for his or her own development and to achieve a sense of
self-worth and personal harmony ... by emphasizing the
integration of the emotional and intellectual selves (Joyce
and Weil, 1984, p. 414).
A teacher begins to show each child what to learn and how to
learn it by first showing them the relevance of learning in general and
their subject matter specifically.
Relevance
Communication between teacher and students in the classroom
begins every August or September on the first day of school. From their
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first day in a classroom, students must be treated with respect and
tolerance both as individuals and collectively. They must also
understand why it is they are in this classroom and what it is they can
expect from their time. One may assume that a secondary level student
signs up for a course during the course selection process, with the
assistance from the guidance department and the support of their
parents, knowing what they will study and why. Showing students the
relevance of subject matter and the purpose of learning may not seem
necessary. However, “We err seriously if we take for granted that
students can see the relevance in certain material just because we can. I
suggest therefore, that the teaching of relevance itself be part of education

(Glasser, 1969, p. 54).
Years after Glasser made his observation, Goodlad still saw
relevance as a concern. He claimed there are eight recurring themes in
schools, the second of which is the relevance of school in the lives of
students. Students, as clients, “go to school as part of growing up. There
is no choice. It would be a surprise to find that students have clear,
common purposes for being in school. It would seem reasonable to
assume that school provides a compulsory setting in which boys and
girls seek to satisfy their interests - find relevance - as best they can
(Goodlad, 1984, p. 29).
Howard (1989) readdressed the concern for relevance in terms of
the teacher as the facilitator of success and the preventer of failure.
In all my efforts to teach, I have learned that if I can
help the child see and understand the relationship
between his or her own way of learning and the subject
at hand, then the child is more likely to be patient in
pursuing the content and less likely to feel failure
when things get difficult. I believe that a sense of
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failure is just the most debilitating and paralyzing
experience we can have (p. 234).
Teachers must communicate the relevance of their subject to all
students in the classroom with sincerity and enthusiasm, and with
no favoritism or bias, in such a way as to prevent student failure
and ensure student success.
The effective teacher understands the academic and
psychological levels of the children with whom they are dealing and
that this teacher also utilizes a range of teaching techniques
within the classroom on a daily basis. In order for the
understanding of children and teaching models to be influential,
the teacher communicates with students utilizing interactive skills
that are motivating and engaging. These teacher interaction skills
must be keen and constantly examined and refined by the
individual teacher. The task then becomes one of appropriate and
meaningful teacher/ student communication and interaction in
the form of teacher behavior.
It must not be forgotten that within the individual
classroom there is a wide range of individual student
abilities, personalities and other personal attributes,
including behavior. Teachers observe individual
differences in students which results in personal
judgments as to what the student is like, how the
student should be taught, and how well the student is
likely to perform or behave in the future. Based on
those judgments, teachers then form attitudes or
expectations toward individual students and their
performance in school. Accordingly, teacher behavior
changes with individual students (Crohn, 1983, p. 18).
This attentiveness to students as individuals, which could prove to
be positive of negative, brings teacher behavior in the classroom to a
human and psychological level.
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Teacher Behavior as Human Behavior
A discussion of the behavioral composite of an effective teacher
begins with an understanding that teacher behavior is human behavior.
A teacher’s impact on children is far too intense to not be explored in
human terms as well as educational terms.

A teacher is a human being

with character traits, personality, values, and both learned and innate
behaviors that clearly precede his or her entrance into their classroom.
Humanist psychology is the construct best suited to education and
teachers. Developed as a revolt against the behaviorist thought that
people were controlled by their environment and the psychoanalytical
thought that individuals are controlled by their unconscious mind,
humanism believes that individuals are controlled by their own values
and choices. Humanistic psychologists look at the mental processes of
thinking, reasoning, and self-awareness as they investigate how a person
gathers, processes, and responds to information. Their goal, to help
people fulfill their own unique potential, is, or certainly should be, the
exact goal that any teacher strives for for each student.
Until Rogers work (1947,1951,1954,1959, 1965,1969) the study of
self had disappeared from psychology as an element of human behavior.
just as it had disappeared from climate research in education (Crohn,
1983, p.14). Rogers (1956) described the self as
a social product, developed out of interpersonal
relationships and striving for consistency . . . there
is a need for positive regard both from others and
from oneself, and that in every human being there
is a tendency toward self-actualization and growth
so long as this is permitted in the environment.
Coupled with effectiveness research concepts in educational terms,
Rogers has created the same view of the classroom in psychological
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terms. Along with Carl Rogers, perhaps the most well-known of the
humanists is Abraham Maslow (1908 -1970).
Maslow’s thoughts on the nature of the human being are
remarkably apropos in a description of the classroom, teacher, and
students. According to Maslow (1968) the individual is creative, ethical,
and open to new experiences, information, and ideas. He would say that
though we interact with our environment and with other people, we are
all creatures of free will in charge of our own destiny who use all
abilities, capacities, and talents. This is what a classroom, teaching,
and learning represent - an open-mindedness, interaction, and constant
choices on the parts of the teacher and the students.
The hierarchy of needs created by Maslow which begin at birth and
continue through life are (1) food, drink, and physiological needs, (2)
safety and freedom from fear, (3) approval and belonging to a group, (4)
to love and be loved, (5) to feel self-esteem and pride, and (6) to be selfactualized. The teacher in a classroom, like the parent(s) at home, is in
charge of seeing the climate in that classroom and his or her behaviors
meet the basic needs of the children in their charge as they strive toward
self-actualization. Transescent children are at an age more vulnerable
and impressionable than any other in their search for who they are.
We cannot assume that children know why they are in
school, that they understand the value of education and its
application to them. From kindergarten through graduate
school, we must teach students, or help them discover for
themselves, the relationship of what they are learning to
their lives. Our failure to do so is a major cause of failure in
school (Glasser, 1969, p.30).
A fulfilled adult bestows the wisdom of age and self-satisfaction on
children while the unfulfilled adult acting as parent or teacher does the
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opposite. Self-actualized people accept themselves, other people, and
nature without anxiety and without much concern. They show
spontaneity, have a fresh outlook, and are independent, self-sufficient,
and self-contained. A self-actualized teacher would be one who clearly
demonstrates an understanding of children and recognizes and accepts
that each is different than the others as an individual and as a learner.
For the middle school teacher this understanding, recognition, and
acceptance help the child form his own identity which Stone and Church
(1968) defined as the adolescent’s search for who he is, what he believes
in and values and what he wants to accomplish and get out of life.
Though this process moves the child increasingly over time from
parental to peer influence, all the while this child is in school under
another undeniably strong influence - that of the teacher who hopefully
sees a direct connection between a child’s evolving self-image and the
academic successes and failures with which he or she meets in school.
Rogers (1956) found that increased amounts of
understanding and respect by a teacher for students results
in increased learning. He delineated three factors he
thought were related to all human learning situations:
“Learning is enhanced when the teacher provides high levels
of empathy (E), congruence (C), and positive regard (PR)” (as
cited in Crohn, 1983 p. 14).
This effective, humanistic teacher is an enthusiastic person who
could not teach the same thing the same way twice because of, rather
than in spite of, the children in the class. Just as Maslow saw personal
growth as a process of becoming rather than as a state of being, the
effective teacher views the teaching process, children and learning with
identical exuberance and hope and at the same time recognizes the
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power inherent in their teaching position. Unfortunately, this positive
attitude is not always in evidence.
Asp and Roebuck (1972, 1977), in support of teacher
behavior affecting student learning concluded that
teachers present level of interpersonal functioning (E,
C, and PR) are generally below those required for
minimal facilitation of student growth (as cited in
Crohn, 1983, p. 17).
The teacher needs to be aware that their individual personal
growth is in partnership with their constant inspection of their teaching
effectiveness. This issue of self-analysis has its place in the teacher’s
effort to bring all students to maximum learning potential. It is this
awareness of effect and conscious control of behaviors that have a
powerful impact in the classroom. Jessica Howard is a teacher who
poignantly described herself and her job:
When I think of myself as a teacher, the word “middleness” comes
to mind. I believe that what I do as a teacher lies approximately
between therapy, with its inward orientation and emphasis on
personal growth, and vocational preparation, with its external
orientation and emphasis on the content and standards of subjectmatter disciplines. . . . Thus, as a teacher I am creating a setting
that gives plenty of room and time for the making of knowledge.
. . . When I reflect upon myself as a teacher I think of myself as
creating not only intellectual room around the children, but also
the roominess and safety that generosity and caring can create for
each living being. If I can convey to each child not only that I take
him or her seriously as a person but also that I extend that
seriousness and care to all my students, then I feel that I have
helped to create the possibility of risk-taking for each individual
and the group. As a teacher, it is my opportunity and
responsibility to provide for children the “bigness,” time,
tenderness, and recognition that can nurture growth and broaden
perspectives (Howard, 1989, pp. 226-228).
It is evident from Howard’s description that how teachers perceive
themselves as individuals, in a sense where they perceive their place on
Maslow’s hierarchy to be, and how they consequently view their job and
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their students, have to be seen as an integral part of how they teach and
interact with their students. A conscious effort on the part of the
teacher to self-analyze can only bring that individual closer to being an
effective teacher. McLaughlin and Marsh (1978) stated that the variable
with the most powerful association with achievement was teacher
efficacy, which they described as the degree to which teachers perceive
themselves able to make a difference in the learning of students.
What a teacher believes about him or herself and others has been
shown to be as important if not more important than that teacher’s
teaching methods, practices, materials or resources (Combs, 1969).
Effective, positive teacher behavior is achieved intuitively for some as
Saphier said and only with vigilant attentiveness and effort for others.
Research has told us that unless a teacher’s self-concept is a positive
and realistic one, that teacher cannot like or respect others (Luft, 1966;
Jersild, 1965; Purkey, 1970). Each of these researchers demonstrated the
importance of teacher self-understanding as part of effectiveness in the
classroom.
The way the evidence points is that each teacher needs to
view himself (or herself) with respect, liking, and acceptance.
When teachers have essentially favorable attitudes toward
themselves they are in a much better position to build
positive and realistic self-concepts in their students (Purkey,
1970).
Cambone (1990) described a teacher of behaviorally disordered boys
who self-analyzed and student-analyzed for the mutual benefit of herself
as the teacher and the children as her students.
Yet, the self-analysis goes much deeper, to what being a
teacher means to her. Anne believes that being selfanalytical is a part of the “process of being a teacher.” This
process involves constantly re-evaluating assumptions about
what works and what does not work in the classroom, not
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settling on one method; rather, developing curriculum in
response to the children. Anne believes that this year’s plans
cannot be based on last year’s students. . . .Threaded
through her talk about the class and evident in her actions
with the boys are three principles that she has extracted
from the chaos: these boys, individually, are clearly capable
of higher intellectual and behavioral functioning; the
problems they are presenting are group-management
problems; the schedule of the day must be altered
accordingly. By keeping these three ideas in mind, she limits
the field of possible approaches: focus on their individual
strengths, work to improve their interaction skills, and
modify their environment to enhance their strengths and
promote healthier interaction (Cambone, 1990, pp. 219,
227).
There is an unmistakable message regarding the psychological
components of teachers as they affect students in a classroom. This
message identified the self-actualizing teacher of any age and number of
years experience and places this person/personality alongside the power
of the task to teach all children while dealing with and guarding their
senses of self.
Student self-concept and self-esteem have been much discussed in
the literature of achievement, classroom climate, and teacher behavior
(Bean, 1992; Bennigna, 1981; Gammage, 1985; Garcia, 1992; Glasser,
1969; Kosnik, 1993; Purkey, 1970; Schlechty, 1994; Soar, 1968), and
have been included to varying degrees in recent education reform
publications and mandates. Research had consistently found a high
correlation between low student self-esteem and low student
achievement with particular attention being given to teaching behaviors
and their effect on student achievement (Gammage, 1985). Gammage saw
the challenge of education centered on adaptation and engagement in
the classroom. Similarly, Soar (1968) found that student growth is most
developed and improved in a supportive classroom environment where
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there is harmony. More recently, Kosnik (1993) said that self-esteem
remained an important factor in learning and encouraged teacher
detection of low self-esteem in students. Kosnik further stated that
teacher behavior should be aimed at increasing students’ self-esteem and
promoting a desirable classroom community.
As verified in the literature, this climate is one of engaging
students and allowing their input into class activities (Dodd, 1995;
Glasser, 1969; Schlechty, 1994; Strong, 1995). It also reflects caring and
respect toward students (Dodd, 1995; Howard, 1989; Palonsky, 1977)
and a supportive, nurturing interaction with encouragement. Research
has indicated a difference between encouragement and praise. I am in
agreement with Brandt’s (1995) perception that there is a difference
between positive feedback and encouragement and praise. As Brandt
stated,
Positive feedback that is perceived as information is not
in itself destructive and indeed can be quite constructive,
educationally speaking. And encouragement-helping people
feel acknowledged so that their interest in a task is
redoubled- is not a bad thing. But most praise given to
children takes the form of verbal reward, which can have the
same destructive impact as other rewards; it feels
controlling, it warps the relationship between the adult and
the child and his or her peers-and it undermines interest in
the task itself. . . . What these kids need is unconditional
support and encouragement and love. Praise is not just
different from that; it’s just the opposite (Brandt, 1995,
pp. 14, 16).
We return once again to the idea that teacher behavior affects
classroom climate as well as student self-esteem and motivation to learn
since teachers are often responsible for discouraging students by
behaving in ways that cause frustration and failure (Crohn, 1983). To
communicate and interact effectively, to allow all students to learn and
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achieve to their potential is, as stated earlier on, a formidable task. If
teachers are aware of the effect of their behaviors, both in terms of their
instructional techniques and their personal affect, the learning
experience for each child in that classroom will be an exciting one that
truly instills lifelong learning.
Conclusion
It has been established in this review of the literature surrounding
student achievement, classroom climate, and teacher behavior that (1)
student achievement is a paramount concern of educators regardless of
how it is measured, (2) definitions of school and classroom climate vary
according to the researcher, (3) schools do make a difference in student
achievement, not to the exclusion of the influences of society, family,
and heredity, (4) though the approach to educating children is different
at the elementary, middle, and high school levels, it can be said that
those which are judged successful and effective have the commonality of
classrooms with positive climates which are created by effective teachers,
(5) these effective teachers have identifiable managerial and behavior
characteristics and, (6) in order to be effective, teachers must have an
awareness of their affect and behaviors and strive to maintain those
which are positive forces in the classroom and eliminate those which are
negative and detrimental to student learning and achievement.
The most important point confirmed, though, has been that of the
social and human nature of the classroom and the significance of the
psychology of the teacher and the magnitude of each teacher’s role in the
achievement of the students who cross their threshold each fall. This
study proceeds with all these thoughts in mind.
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CHAPTER IH
RESEARCH DESIGN AND DATA ANALYSIS

Introduction
The purpose of this study was to identify and describe teacher
behaviors in this particular setting which may relate to positive and
negative classroom climate in eighth grade core subject classrooms. This
research project involved descriptions of interactions among teachers and
students in the classroom setting gathered from classroom observations,
the collection and analysis of the perceptions of teachers and students
relating to classroom climate and teacher behavior from open-ended
interview question responses and the completion of a Classroom Climate
Survey (CCS), and the measurement of achievement from the reporting of
student grades.
There is much to be learned from both positive and negative
climates in classrooms. The positive classroom, as identified in this
study, could be a model situation in which patterns could be noted and
shaped to suit the needs of individual teachers. The negative may show
us what not to do and allows us to identify problem areas. Just as the
positive climate of a classroom could be modeled and reinforced, the
negative could be altered and/or eliminated once teachers have the tools
with which to gain operational control of the climate in their classroom.
This chapter details the design of this study focusing on the
principles of qualitative and quantitative research with documentation of
methodologies and techniques.
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Research Design
The researcher needs to develop a design and research methodology
which suits the purpose and goals of the study. “Research design is the
plan and structure of investigation so conceived as to obtain answers to
research questions ... A research design expresses both the structure of
the research problem and the plan of investigation used to obtain
empirical evidence of relations of the problem” (Kerlinger, 1986, p. 279).
The decision to use either qualitative or quantitative methods, or both,
resides with the researcher. “The paradigm of choices recognizes that
different methods are appropriate for different settings” (Patton, 1988, p.
20).
The issue resolves largely into personal
preferences of the researcher, the extent
of the investigation, the available resources,
and the researcher’s decision concerning what
type of interaction he desires (Denzin, 1970,
p. 132).
In order to investigate thoroughly classroom climate, teacher behaviors,
and student achievement, a combination of both qualitative and
quantitative research methods best suited the purpose of this study.
As a member of the faculty in the school at the time this study
took place, the researcher had an advantage which only prior knowledge
of the setting and its clients could bring to a study. The uncertainties
and obstacles of entering an unknown site were not present under these
conditions.
Some of the best field research is done by people
who are already members of the setting they study.
In these cases . . . the beginning is not that much
of a problem and they are able far more easily
to tell the mixture of methods likely to work best
(Douglas, 1976, p. 36).
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The principal mode of research of this study came from the
qualitative paradigm in the form of observation and interview because, as
suggested by Locke et. al. (1988, p. 85),
Intimate and extended contact with human data
sources at the level of direct interaction is the
only way to make use of the sensitive capacities
of that tool ... In all formats for qualitative study,
detailed descriptions of context and what people
actually say or do form the basis for inductive
rather than deductive forms of analysis. That is,
theory is created to explain data rather than being
collected to test preestablished hypotheses.
The quantitative data obtained from the completion of a
Classroom Climate Survey by teachers and students and by the reporting
of student grades in this study was intended to strengthen, complement,
or refute the quantitative data obtained. The distinction between and
the purposes of qualitative and quantitative measurement are clear. As
described by Patton (1988),
Qualitative measurement has to do with the kinds
of data or information to be collected. Qualitative
data consists of detailed descriptions of
situations, events, people, interactions, and
observed behaviors; direct quotations from
people about their experiences, attitudes, beliefs,
and thoughts; . . .The data are collected as openminded narrative without attempting to fit
program activities or peoples’ experiences
into predetermined standardized categories
such as response choices that comprise typical
questionnaires or tests . . . Qualitative measures
describe the experiences of people in depth.

Quantitative measurement relies upon the use of
instruments that provide standardized framework
in order to limit data collection to certain
predetermined response or analysis categories
(p. 22).
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“The mixing of methodologies . . . strengthens the research design
by allowing the researcher to develop varied sources of data, cross-check
her evidence, and verify and validate his conclusions” (Denzin, 1970, p.
307).
The rationale for this strategy is that the flaws
of one method are often the strengths of another
and by combining methods, observers can achieve
the best of each while overcoming their unique
differences (p. 308).
Light and Pillemer (1982) suggested that qualitative and
quantitative data can be used with each other to achieve an
understanding of a research topic, which, in this study, are the
relationships among teacher behaviors, classroom climate, and student
achievement.
We think it worthwhile for reviewers to work hard
toward building an “alliance of evidence” including
both quantitative and descriptive elements in the
same review, while maintaining the integrity of
each. Each kind of information offers unique
benefits (p. 18).
The Setting
Natural setting is defined by Labovitz and Hagedom (1981) as “the
everyday environment of persons being studied, as opposed to the
contrived settings of most experiments” (p. 148). Patton (1988) described
setting in the following way. “The program setting is the physical
environment within which the program takes place. The description of
the program setting should be sufficiently detailed to permit the reader to
visualize that setting” (p. 139). Research for this study was conducted
with the eighth grade middle school level in one suburban southeastern
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Massachusetts town as the natural setting. Henceforth in this study,
this town will be referred to as Middletown.
Middletown is a predominantly white (95.8%) community with a
1.7% black population, a 1.2% Hispanic population, and a 0.9% Asian
population. A very small percentage of the population is Native
American or other. The town has seen considerable growth in recent
decades with the population growing from 9,939 in 1970, to 17,054 in
1990, but only to a projected 17, 540 in the year 2000. A median
household income in 1989 of $47,080 makes Middletown a middle class
community. In this town, the steady increase in total school enrollment
can be seen in the following figures:
vear
1992
1993
1994
1995
1996
1997
2000
2003
2005

total enrollment
2,867
3,046
3,279
3,526
3,678
3,976
4,593
4,996
5,107

(Actual October 1 enrollment to FY 1996 (current); NESDEC Projected
from FY 1997 to FY 2006 as cited in The Sun Chronicle, North Attleboro,
MA., Sunday, January 7, 1996, p. 13).
The high school in Middletown houses grades 9-12, the middle
school grades 6-8, and two elementary schools are divided K-5 and 1-3.
All school plants are located in an educational complex on a main street
within one mile of the center of town. The average per pupil expenditure
in Middletown is $4,810.00 compared to the state average of $5,348.00.
Communities in the immediate area have per pupil expenditures ranging
from $4,251 to $5,141 with an average of $4,590 for seven communities
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including Middletown. It is Middletown’s middle school that was the
subject of this research.
The original building now serving as the middle school began as
the town’s high school in 1953. In 1969, the building became
Middletown Middle School with a new high school erected adjacent to it
to provide for increased enrollment. An addition to the original building
in 1975 added eight needed classrooms and considerable space to the
plant.
This middle school began the school year with approximately 680
students in grades six, seven, and eight. Students are separated in wings
of the school by grade and are placed on inter-disciplinary teams within
their grade by color. The sixth graders were members of the yellow and
orange teams, while the seventh were the red and blue teams. As the
school’s veterans, the eighth graders were honored with the colors green
and white, the colors of the high school. There were 20 eighth grade
divisions divided equally into ten divisions on the Green Team, lettered
A - J, totaling 108 students, and ten on the White Team, lettered K - U,
with a total of 109 students. All eighth grade classes were comprised of a
combination of two divisions. With the exception of foreign language
classes which were cross-teamed, classes were made up of all green or all
white students. Students were placed in divisions according to their
foreign language and mathematics abilities with consideration for their
language arts skills and any learning disabilities and/or special needs
also considered in their placement.
The eighth grade wing was a single corridor of nine classrooms on
the second floor of the older section of the building and one classroom at
one end of the seventh grade wing directly below it accessible by a double
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staircase. On the second floor, five good sized rooms face the front of
the building, viewing a circular driveway, the main street and an
elementary school across the street, and four classrooms, a boys’ and
girls’ lavatory, and a custodians’ closet on the back side of the building
face the physical education fields and a town park. Each classroom had
one wall of windows which provided considerable natural light to each
room. Federal blue double doors marked each end of light blue hallway
which was lined with beige lockers. The marbled off-white, gray, and
brown tiled floor was offset with scattered marbled gold tiles.
Academically, the Grade 8 Green and White Teams mirrored one
another with language arts, social studies, mathematics, and science
teachers teaching five classes on their respective teams in an eight period
day. Teachers had one prep period, one team planning period, and one
“H” period at the end of each day.
The fifth teachers on each team, foreign language teachers, taught
on the same schedule, but their teaming situation was unique. The
French I/Spanish I teacher was cross-teamed, teaching both Green and
White Team students from 10 divisions for the entire school year. The
other two language teachers taught language arts for the entire year and
and conversational French or conversational Spanish for first and
second semesters, so that all conversational students were exposed to
each language for half the year.
Team resource teachers (TRTs) served as the sixth members on
each team. The role of the TRT, prior to September, 1992, was that of a
resource room teacher with a small teacher/student ratio that
progressively grew to upwards of 20 students at one time. The TRTs now
worked with regular education teachers in their classrooms as a way of
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servicing special education children. This inclusion set-up allowed the
TRTs to service children designated as special needs and also allowed
them to assist students with academic difficulties who were not
designated as requiring special education. Additionally, TRTs may have
co-taught with regular education teachers, or they may have worked with
small or large groups, in or out of the room, for temporaiy remediation
on an as-needed basis.
Each of the six teams in this school had its own TRT. The Green
and White team TRTs divided their time primarily between language arts
and mathematics classes, spending 2 periods in each subject, leaving a
fifth for testing and completing of reports. In those classes where they
were present, grading and testing were more flexible, and teaching style
was more adaptable. The school-wide goal of this inclusionary model
was to reduce the number of special education students for entrance into
grade nine at the high school. There were 40 grade 8 students,
approximately 18% of the grade’s population, with Individual Education
Plains (IEPs) at the time this study took place.
For the eighth grade students, periods 1, 2, 3, 4, and 6 were the
subjects mentioned above and periods 5 and 7 were spent in physical
education, art, music, home economics, and industrial arts. “H” period,
at the end of each day, was a combination of study hall time, Sustained
Silent Reading (SSR), Team Mentor Teaching (TMT) time, Study Skills,
preparation for a research project and presentation called EXPO, and
activity time. An adaptation of the Quest program was used during TMT
time to encourage students to be tolerant and respectful of others and to
become better decision-makers. Though there was a four-day cycle for
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classes in the building, only specialists were affected by the rotation.
Class Periods in this school were 40 minutes long.
A public relations pamphlet for Middletown Middle School
described it as a caring learning community. This philosophy was one of
the reasons this particular school was chosen as a site for this study. As
a motto of sorts, the following appeared on the back cover of the
pamphlet.
The faculty is committed to creating
a middle school where positive attitude
are contagious, where all students are
seen as potential winners, where our
school is a place to succeed, and where
we are all builders of hope.
The Participants
Patton (1988) stated, “Sample size is determined by the size of the
general population to which one wants to generalize, the expected
amount of variance in that population, and the amount of error one is
willing to accept (p. 100).
All sampling is done with some purpose in mind.
Within the conventional paradigm that purpose
almost always is to define a sample that is in
some sense representative of a population to which
it is desired to generalize (Lincoln & Guba, 1985, pp.
199-200).
As previously indicated, there were twelve eighth grade teachers,
ten academic (myself being one of the ten) and two TRTs. The student
population of this eighth grade class was 217. The participants in this
study, representative of the general eighth grade teacher and student
population, were initially the nine remaining eighth grade team core
subject area teachers (Nt=10 - this researcher) or (Nt=9), the two TRTs
(Ntrt=2), and the 100 +/- eighth grade students (Ns= 100+/-) from each
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of the Green and White Teams who were members of those classes being
observed in the first step in the data collection process. These same
teachers and students were those who would later complete the
Classroom Climate Survey in second phase of research.
Prior to the completion of teacher consent forms and the beginning
of the gathering of data, a detailed explanation of this study was verbally
given to the Superintendent of Schools for his permission to conduct the
study, and to the Middle School Principal and Assistant Principal, and to
all Green and White Team teachers in the so-called “mega-team” setting.
All teachers understood that with their consent they would: (a) be
observed on two separate occasions during the same class period chosen
by the researcher, (b) be interviewed at a mutually agreed upon time and
place, (c) be part of the completion of a Classroom Climate Survey given
to them and their students in the observed class, (d) be asked to submit
their year end grades for that class after converting them to whole letter
form. All but one of the eleven possible teachers consented in writing to
participate in this study. This teacher denied consent on the grounds
that she questioned my ability as a member of the faculty to be and
remain objective through the study.
Once teachers had granted consent, I looked at the various
combinations of divisions they taught and chose classes as close to
average (versus honors or special needs) academic ability as possible for
participation. Once chosen, these classes represented those teachers
and students who would continue to participate in the study. All
consenting teachers were observed, interviewed, and surveyed and all
students in their class completed the Classroom Climate Survey and 26
of the total were interviewed.
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Twelve of the 20 divisions, which represented 60% of all divisions,
were used in this study: divisions A,B,E,I, and J from the Green Team
and divisions N,0,P,Q,R,S, and T from the White Team. Divisions
A,N,0, and R were observed twice in varying combinations while each of
the other divisions was observed only once. Table 1 represents division
information broken down by teacher, the division combination chosen
for participation, the combined number of students in those divisions
according to the team leader’s rosters, the number of students present on
each observation day and the total number of surveys completed.
Table 1. Teacher Class Information with Divisions and
Student Numbers

Teacher

TI
T2
T3
T4
T5
T6
T7
T8

division
combinations
AB
NR
El
QR
PS
OT
AJ
NO

# students
in division

Obs #2
Obs #1
(students present)
21
25
14
20
22
12
17
17

23
24
16
25
18
22
27
20

# surveys
completed

20
21
15
21
20
12
18
17

23
22
14
20
17
15
19
19

Those students to be interviewed and their parents also read and
signed a consent form that allowed them/their child to be interviewed on
the topics of classroom climate and teacher behavior and classroom
interaction in general.
At the conclusion of the classroom observation and survey
portions of the project, the study population for the interview process
continued to include the original eight teachers, but the student
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population was narrowed. From this pool of 100+/- students, 26
students (25%+/-) were randomly and purposefully selected to be
interviewed. The random selection of students was done by placing each
of their names in a container and drawing names one-by-one. In this
way, the students interviewed were more likely to be representative of the
general Grade 8 population.
To increase the chances of obtaining represent¬
ativeness, a random, that is, a probability sampling
should be selected from the population. In a
random sample, each unit has an equal chance of
being chosen, and the selection of any one unit has
no effect on the selection of any other (Labovitz &
Hagedom, 1981, p. 59).
The purposeful selection of students to be interviewed was based,
in part, on students whom the researcher perceived to be out-of-theordinary during the classroom observation procedure. Though Kerlinger
(1986) believed “purposive sampling” to be “the weakest form of
sampling,” “probably the most frequent,” and viewed it as “hard to
defend” (p. 120), I believed these students might bring the same
uniqueness to the interview data being gathered that was seen in the
classroom setting.
Purposeful sampling is used as a strategy
when one wants to learn something and come
to understand something about certain select
cases without needing to generalize to all cases
(Patton, 1988, p. 100).

Data Collection
Classroom Observations
The purpose of classroom observation in this study was for the
researcher to observe and script classroom interactions and occurrences
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carefully and to make the best interpretations of those interactions and
activities that she could based on her own experiences and values, which
are reconstructed, in part, in the observation process. Patton (1988, pp.
124-125) saw six advantages to the observation process.
Direct, personal contact with and observations of
have several advantages for evaluators. First, by
directly observing program observations and
activities the evaluator is better able to
understand the context within which the program
operates . . . Second, firsthand experience with a
program allows an evaluator to be inductive in
approach ... A third strength of observational
methods is that the evaluator has the opportunity
to see things that routinely escape conscious
awareness among participants and staff ... A fourth
value ... is the extent to which the evaluator can
learn about things program participants and/or
staff may be unwilling to talk about in an inter¬
view ... A fifth and closely related point is that
observations permit the evaluator to move beyond
the selective perceptions of others . . . Finally,
getting close to a program through firsthand
experience permits the evaluator to access
personal knowledge and direct experience as
resources to aid in understanding and interpreting
the program being evaluated. Reflection and
introspection are important parts of field research.
Data collection for this study intentionally began with the
observations of the eight eighth grade team teachers in their classrooms.
All instructors were observed in order to eliminate the possible negative
effects on teachers and students of documenting teacher behaviors only
in selected classrooms previously identified as highly positive or highly
negative. The possibility of attitudinal or behavioral changes or
discomfort on the part of teachers during the observation process was
lessened by making the information gathering activity clearly nonjudgemental. If data collection were to have begun with the Classroom

84

Climate Survey rather than the classroom observations, the prior
identification by both teachers and students of the most negative
classrooms could have resulted in behaviors not normally characteristic
of those classrooms.
Each of the eight teachers was observed during the same class for
two full periods. An observation schedule was made by dividing teachers
into two groups: Group A was the Green Team teachers and Group B the
White Team teachers all of whom were observed on four days. Teachers
in Group A were observed on days one and three of the schedule and
teachers in Group B were observed on days two and four.
Furthermore, if researchers decide that experiencing
student and teacher reactions and motives is crucial
to the inquiry, they may have to observe them closely
in the classroom situation over an extended period
of time (Labovitz & Hagedom, 1981, p. 135).
Teachers were not informed of the days on which their observations
would take place in order for classroom activities to proceed as they
normally would have.
As a member of the school community to be studied, I saw an
advantage, not a disadvantage, to firsthand knowledge of the culture of
the setting and the participants. I did not anticipate any interference,
because of my presence, in the daily activities of the classroom, either in
terms of the teachers’ or the students’ attitudes or behaviors as I knew
them to be beforehand. Only on one occasion during one of the
observations was there any comment about my presence and/or effect.
Kerlinger (1986) described the possible effect of the observer as follows.
The major problem of behavioral observation is the
observer himself. . . The basic weakness of the observer
is that he can make quite incorrect inferences from
observations . . . Observation of human behavior
requires competent knowledge of that behaviors . . .
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There is, however, another problem: the observer can
affect objects of observation simply by being part of the
observational situation. Actually and fortunately,
this is not a severe problem . . . Observers seem to
have little effect on the situations they observe (p.487).
The researcher’s role in the observation process was that of a non¬
participant observer. Participant observation ranges from the complete
immersion of the observer into the program to a covert process which
places the observer behind a one-way mirror. In order to obtain
meaningful data from the classroom observations, I did not actively
participate in class activities. Instead, I was “scripting” teacher
behaviors along with class occurrences throughout the class period.
“Scripting” is a term used by Saphier to identify the field-notetaking process used by the classroom observer/evaluator (Saphier &
Gower, 1987). Identifying, documenting, and describing as many ongoing
and varied teacher behaviors and activities as possible within the class
session was the goal of scripting. This process suited the needs of this
study well because it objectively captured the essence of a class. Patton
(1988) stated,
In observing formal activities the evaluator attempts
to capture a comprehensive overview of what takes
place in that activity. In order for the descriptions
of activities to be comprehensive, information about
the full sequence of events must be included (p. 143).
The Saphier approach to skillful teaching, a well-organized and
substantially research-based entrepreneurial training package for
experienced teachers, matches my own beliefs about effective teaching.
The quotation which follows reflects my thoughts about being a teacher,
about the purpose of teaching, and describes the assumptions underlying
the scripting method for observing teachers with their classes. In their
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introductory chapter, Saphier and Gower described the crux of what a
teacher and teaching are.

What is Skill in Teaching?
Teaching is one of the most complex human endeavors
imaginable. Both as teachers ourselves and as students
and researchers of teaching we have been awed by the
immensity of the task of understanding teaching. We know
that a good teacher is many things, among them a caring
person.
Skillful teachers are made, not bom. They have
learned (though probably not at teachers college)
the skills they use, and we can look at what they
are doing in the classroom and say what is skillful
about it. Many skillful teachers do not have the
terms or the concepts for describing what they
already do. They just “know” what to do, and seem
to do it effortlessly and naturally . . . intuitively, some
might say.
Our image of skillful teachers is of people who are aware
of the complexity of the job, people who try to be
conscious and deliberate about what they do. They make
choices from a repertoire of options. They want to control
and regulate their teaching to have positive effect on
students, so they are willing to monitor what they do,
get feedback, and try different things.
Skillful teachers are determined that students will succeed.
If students are not succeeding, they examine their programs,
their curricula, and their own teaching to see if they must
adjust. In addition to being determined, skillful teachers
are clear: clear about what it is to be learned, clear about
what achievement means, clear about what they are going
to do to help students attain it. And if that doesn’t work,
they will make another plan that is also technically clear
and well-thought out.
Finally, skillful teachers are learners - “always a student
of teaching,” as Joyce (1981) says. Skillful teachers, though
confident and competent, constantly reach out to the world
around, to the research, to colleagues, with an assertive
curiosity that says “I don’t know it all. No one does or ever
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will, but I am always growing, adding to my knowledge and
skills and effectiveness.” To skillful teachers, that openness
and reaching out is an important element of professionalism
(pp. 3 -11).
The Saphier philosophy was the theoretical paradigm chosen for
this study because it revolves around the teacher and his or her
behaviors as they contribute to and effect the climate of the classroom
and the learning process. The observation process in this study, through
the scripting of lessons, provided objective evidence of classroom
occurrences and interactions. Scripting allows to observer to pay
attention during and after the fact to the teacher’s caring, intuition,
skill, determination, and awareness in tier classroom.
Scripting is, in essence, field-note taking whereby the observer
attempts to capture the ethos of the classroom by writing down all that
is heard, seen, and done in his/her presence. The observer’s role in this
initial procedure involves concentration and a quick pen, and no thought
or analysis. Once completed, the observer must take these pages of
notes and transform them into useful data by noting the teacher’s
“moves.”

Saphier scripting may be used by an observer for instructional

purposes or it may be used as an evaluative tool. In this dissertation,
Saphier scripting was used merely as an observation tool. As these
observations were not evaluative in nature, the following is a synopsis of
terminology used by Saphier to denote the “moves” appropriate to this
study :
[1] getting the most out of available space and furniture (space)
[2] getting students to pay attention and stay on task (attention)
[3] keeping events and transitions moving smoothly and at an
appropriate pace (momentum)
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[4] noting how the teacher communicates expectations and whether
those expectations are appropriate (expectations)
[5] what it takes for the teacher to explain a point clearly to students
(clarity)

[6] how the teacher relates to and engages with students (personal
relationship building)

[7]

how the teacher deals with resistant students (discipline)

[8]

how the teacher makes the lesson more efficient and effective
(principles of learning)

[9]

how the teacher times events and regulates the schedule so that
students get the most productive learning time (time)

[10]

how the teacher maximizes mileage out of important routines
(routines)

These “moves” form what Saphier terms the management level or
the foundation of instruction. At this level, moves represent quick and
discrete observable behaviors. Additionally, at the second level, the
instructional level behavior patterns are noted that essentially represent

the teacher’s delivery of the goods. The third level, referred to by Saphier
as the curriculum level, involves the teacher’s making tacit or covert
decisions regarding curriculum, choosing objectives, organizing the
curriculum, and evaluating student learning. It was clearly the first level
with which this study was most directly involved. “With the “move”
components of the management level, the skillful teacher focuses on the
classroom instructional skills of interactive teaching (Saphier, 1988, p.
5).
Ninety percent of the teachers currently employed in the middle
school, including all eight of the eighth grade teachers in this study, had
been Saphier-trained skillful teachers. Saphier training included the
development of skills in recognizing the elements of good instructional
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techniques and strategies and the degree to which they are present in
any given observed classroom. These skills include many of those
associated with establishing positive, comfortable classroom climates.
Beyond that, Saphier training was intended to provide teachers with
constructive peer observation skills and efforts to cooperatively improve
individual teacher’s instructional effectiveness.
In keeping with the collegiality principles of peer observation in the
Saphier process, classroom observation in this study were instructional,
not evaluative. As the researcher using Saphier scripting, it was my hope
not to cause any unwarranted discomfort for the teacher being observed,
and I was as unobtrusive as possible before, during, and after the
observation. Each teacher was familiar with the methods of observation
through prior training, and each individual’s scripted lessons was shared
with them as part of the member checking process (Lincoln & Guba,
1985).
Through the scripting of lessons, this observation process provided
the researcher with the following demographic and specific class and
population information:
1) a physical description of the room and its contents
2) an accounting of all students present/absent
including any entrances, exits, and disruptions
3) the objective of the lesson (stated or implied)
4) an accurate accounting of all teacher-directed class
activities and procedures
5) verbatim comments by teachers and students as the
lesson proceeded
6) an objective description of teacher behavior
and subsequent student responses to those
behaviors
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7) a subjective sense of classroom climate/culture
based on objective data gathered.
Interviews

Interviewing, then, is a basic mode of inquiry.
Recounting narratives of experience has been
the major way throughout recorded history that
humans have made sense of their experience . . .
At the root of in-depth interviewing is an interest
in understanding the experience of other people
and the meaning they make of that experience
(Seidman, 1991, p. 3).
The second aspect of data collection for this study was the
interviewing of the Grade 8 teachers and randomly and purposefully
selected students. The data obtained from the interview process
augmented observation data because,
“We cannot observe feelings, thoughts, and intentions
. . . We cannot observe how people have organized the
world and the meanings they attach to what goes on
in the world - we have to ask people questions about
those things” (Patton, 1988., p. 196).
Each of the teacher and student interviews was audiotaped and
the researcher did not take notes during the interviews. In this way, the
interviews were of an informal nature and the accuracy of quotes was
guaranteed by the audio taping.
The most commonly used mechanical devices
in the social sciences are audio and visual
tape recordings . . . The data provided by these
instruments can be analyzed long after the events
have occurred. Pictures and tape recordings tend
also to give a more complete description of events
than do observers notes (Labovitz & Hagedom, 1981,
pp. 75-76).
Because of my familiarity with the setting and the respondents,
and in order to minimize the effect I would have on the interviews as a
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member of the school culture, a combination of the open-ended interview
approach and the informal conversational approach was used. Openended guide questions (Appendices A & B) were used with all
respondents. “An open-ended question, unlike a leading question,
establishes the territory to be explored while allowing the participant to
take any direction he or she wants” (Seidman, 1991, p. 62).
Each of the interviewees had the opportunity to respond to these
standardized questions and also to speak more informally on topics
related to classroom climate and teacher behavior that arose during the
interview. Interviews were arranged at times convenient for the teachers,
students, and the researcher with all interviews planned to take place
within the confines of the middle school building. As it was, each
student interview and five out of eight teacher interviews were conducted
in the researcher’s classroom on the eighth grade wing with no time limit
set for each interview.
Results of the Pilot Observation and Interviews

A pilot of the observation process and of the teacher and student
interviews was done in the study school at the seventh grade level prior
to the beginning of formal research. The major purpose of this pilot
process was two-fold: (a) to practice and refine each phase of the
scripting process including the field note taking, the notation of moves,
and the narrative write-up of the observation and (b) to experience the
interviewing process as the interviewer and to test the interview
questions which I had developed for use in this study.
The results of the pilot observation and interviews were
enlightening and positive. I found some things to be as I had anticipated
them to be and others which required more thought or reworking and
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refinement. I did the pilot classroom observation in a seventh grade
science class on the Red Team wing of the study school. From the pilot
classroom observation, done before either of the interviews, I learned or
reinforced the following:
(1) As anticipated, the scripting and observation of
teacher behaviors required a constant awareness
and attentiveness of classroom occurrences. As a
result, I did not schedule the 16 formal
observations on consecutive days.
(2) Conducting the pilot also gave me an awareness
of considering the days of the week on which the
eighth grade observations would take place.
As a result, I conducted the classroom
observations on different days of the week in
order to capture any variance in behavior that
may be attributable to its being at the beginning,
middle, or end of the week.
(3) I brought at least a half dozen sharpened pencils:
I had only two during the pilot and wore them
down quickly. As I scripted, I became annoyed
with the dull points.
(4) I entered the classroom during the actual
observations as the students were entering and I
sat at the back of the room, In this way, my
entrance and my presence were as unobtrusive
as possible.
(5) I was not sure that there would or would not be
response or reaction from the teacher or the
students on the day of the observation. I can
say that aside from a “hi” or two, I felt invisible
to both the teacher and the students just as I
had hoped to be. This was reassuring as I projected
to the formal process.
The pilot interview with the seventh grade teacher was held in that
teacher’s classroom. We sat at the students’ science tables across from
one another with the tape recorder and the interview questions on the
table between us. From this interview, I found the following:
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(1) As an inexperienced interviewer, I found the
process of conducting an interview to be more
difficult than it was easy. Though I had a prepared
set of questions to ask, the interviewee’s answers
did not always stick to the topic. I found it to be
my job to bring Teacher 7 back to the question at
hand when necessary.
(2) After I had had a chance to reflect on the interview
itself, I did not like the order or the overlapping
nature of the interview questions. The interview
questions were refined and rewritten based on my having
listened to the interview several times, particularly to the
teacher’s responses, and having rethought both what I
wanted to know and how I wanted to ask the question.
(3) Sitting across from each other worked nicely as did
the placement of the recorder and the questions.
However, I conducted all the Grade 8 teacher
interviews in my classroom rather than in their
own classrooms which were also the sites
of the classroom observations. The table mentioned
below used in the student interview was used for
the teacher interviews.
Finally, the pilot student interview was conducted in my classroom
with parental permission after the teacher interview had taken place.
Student 7 sat across from me at a small rectangular table in the center
of the classroom with the tape recorder and interview questions in front
of both of us. Two of my reactions to the student interview were similar
to those for the teacher interview: I needed to rework and refine the
interview questions and I liked the seating arrangement. There was,
however, a noteworthy difference between the two which did not occur to
me until after the student interview had taken place. The teacher
interview was pleasant, neither exuberant nor dull. It could be described
as a sort of collegial, matter-of-fact conversation with a twist. I did not
think the issues of classroom climate and teacher behavior were
necessarily skirted, but I did feel they were approached with caution and
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with a need for prompting from me. Student 7, on the other hand,
attacked the topics of classroom climate and teacher behavior without
hesitancy or reservation. Each question was addressed thoroughly and
without prompting from me. This interview gave me a sense of
enthusiasm, honesty, and interest on the student’s part.
Conducting the pilot classroom observation and the pilot
interviews brought the planning stages for this research to a conclusion
and they gave me the confidence to proceed.

I was very pleased to have

conducted this pilot as my work was now refined and reworked to my
satisfaction.
Classroom Climate Survey

Following the classroom observations and the interviewing of
teachers and students, a Classroom Climate Survey (CCS) was completed
by eighth grade teachers and their students in each of the eight observed
classrooms in this study. A good picture of climate will come from data
gathered from students and teachers (Stavros and Moore, 1985). I
personally explained and distributed all surveys at the beginning of
appropriate class periods. This ensured that the teacher and students in
each classroom heard the same explanation and instructions. It would
also have been awkward and inappropriate for the teacher, about whose
classroom the questionnaire surveys, to do more than complete and
collect it.
Individual teachers were responsible for collecting all surveys upon
their completion, placing theirs on top of the pile for identification
purposes. The completed surveys were collected and labeled by the
researcher and they were not analyzed prior to the completion of both
the classroom observations and the teacher and student interviews in
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order for the researcher to remain unaware of teacher and student
perceptions of climate within each classroom and also remain untainted
by the effect of prior knowledge of those perceptions.
As the survey was completed on one regular school day, the daily
attendance bulletin was used to note absent and tardy students, as well
as to note those on in- or out-of-school suspension. The total number
of surveys was subtracted from the total possible number of students in
that class and absentees were noted. Absent students were not asked to
complete a survey since the circumstances and conditions under which
the survey were originally given could not be duplicated. These
quantitative survey results were intended to reinforce, support,
challenge, or refute the qualitative observation and interview data
gathered.
Late spring was chosen as the time of the academic year when the
survey would be completed primarily because teachers and students were
no longer dealing with the uncertainties that the beginning of any school
year brings and each was, at this time, a known quantity to the other.
Teacher expectations and patterned routines of behavior had long since
been established come the spring. It is noted that results may have
varied had the survey been completed at any other time of the school
year.
The survey used in this project (Appendix C) was an adaption of
Part A, General Climate Factors, of the CFK, Ltd., School Climate Profile
(Howard, et. al., 1987, pp. 55-59). As stated by the authors, responses to
Part A answered the question: “To what extent is the climate of this class
positive or negative?” and its parallel benchmark data question: “To what
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extent should the climate in this class be improved?” (p.24). Having
reviewed other climate measures, this survey not only suited the purpose
of this study, it also coincided perfectly with the Saphier philosophy used
for the classroom observations. The philosophy of the authors stated,
If a school is to be productive and satisfying, it must fulfill
basic human needs of students, faculty, and administrators.
No school has a wholesome climate unless it is providing its
students and faculty with these essentials:
Physiological Needs. These pertain to the school’s
physical plant and include heat, light, and relatively
uncrowded conditions.
Safety Needs. These pertain to safety from such
potential hazards as fire and to security from physical and
psychological abuse or assault from others in and around
the school.
Acceptance and Friendship Needs. These pertain to
positive relationships with other students, faculty, and
administrators.
Achievement and Recognition Needs. These pertain to
the recognition of one’s successful endeavors in the school.
Needs to Maximize One’s Potential. These pertain to
personal goals to achieve at the highest possible level
(Howard et al., 1987, p. 6).
The topics explored through this survey were respect, trust, morale,
opportunity for input, academic and social growth, cohesiveness,
renewal, and caring. Each topic was rated on a Likert-like scale of 1 to 4
(1-Almost Never, 2-Occasionally, 3-Frequently, and 4-Almost Always) in
two categories: ‘what is’ existing in this particular classroom, later
referred to as actual climate, and ‘what should be’ existing as perceived
by each of the teachers and the students in the observed classrooms,
later referred to as ideal climate.
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Student Grades
Student achievement at the secondary level has traditionally been
measured in terms of letter or number grades (A-F, 0-100). The future of
the assessment of student achievement may become more subjective and
collaborative, as was discussed in more detail in Chapter 1, if current
efforts to assess by alternative means such as student portfolios are put
into place. At this time, however, the teacher’s principal means of
quantifying student achievement remained the reporting of grades in
letter or number form based on work done by a student during a quarter
or a semester. This measure of achievement, the report card grade, was
chosen for use in this study because of its ubiquitous role in our
educational system. The report card serves as the medium by which
parents are informed of their child’s progress and, also, as the basis for
eligibility for the honor roll, for honor societies, and, in the form of a
transcript, as a key ingredient in college acceptance. For this study, year
end report card grades as given by teachers in those classes observed were
used as the fourth source of data.
Data Analysis and Interpretation
There are four major sources of data gathered for this study:
classroom observations and teacher and student interviews (the
qualitative data), and a Classroom Climate Survey and reporting of
student grades (the quantitative data). The attributes of data collection
employing each model are stated by Patton (1988),
Quantitative measures are succinct, parsimonious,
and easily aggregated for analysis; quantitative data
are systematic, standardized, and easily presented
in a short space. By contrast, the qualitative
measures are longer, more detailed, and variable in
content; analysis is difficult because responses are
neither systematic nor standardized (p. 28).
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Data from each of the four sources were analyzed individually as
described below and were cross-referenced and analyzed collectively.
Classroom Observations
Scripted field notes were computerized (one file per lesson scripted)
before formal analysis began in order that each was more legible than its
original hand-written form (Appendix D). This process also gave the
researcher the opportunity to review each observation and to become
more familiar with these data.
Once computerized and printed, teaching skills or “moves” were
noted in the margins of each written observation to indicate Saphier’s
categories of teacher behavior. Noting moves presents the observer or the
evaluator with patterns of behavior and activity that begin to emerge as
the write-up progresses. For example, it may be noted that several times
during a class a teacher responded to student questions by offering a
varied explanation or an additional example. This was noted as “clarity”
in the margin each time it occurred. Or an instructor gave positive
feedback to students on several occasions. Marginal notes here indicated
“personal relationship building.” Appendix E is a sample of the noting of
moves within the Saphier category system on the transcription of one
classroom observation in this study. Later comparative analysis of the
eight classroom observations noted connections or relationships between
these moves and the nature (positive or negative) of classroom climate in
each setting.
A Saphier analysis similar to the example in Appendix F was then
written for one of the two observations done for all eight teachers. These
analyses emphasized the three or four most predominant moves of the
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teacher, had they been positively or negatively observed, with supporting
quotations and/or evidence. Though part of the formal Saphier
evaluative process, no recommendations for improvement or constructive
criticism were made in these analyses, as these scriptings were not
evaluative in nature. After all classroom observations were formally
written, trends in behavior and activity were available for additional
analysis, interpretation, and cross-referencing with data gathered from
the classroom climate survey, student grade reports, and the teacher and
student interviews,
Classroom Climate Survey
Classroom climate surveys were collected, counted, and numbered
by teacher and students per class for purposes of accuracy. All teachers
had placed their own survey on top of the class’ pile of surveys. Each of
the top surveys were identified T1 - T8 and the student surveys were
numbered from 1 - (x) for each class. Due to an emergency medical
problem that required long-term leave, T4 was not present on the day the
survey was completed, nor did he return prior to the end of the school
year. As a result, there were seven teacher surveys completed for this
study rather than the original eight.
For numerical accuracy in the analysis of the survey results,all
surveys were retabulated by the researcher to ensure correctness of
addition in all categories. Survey results from teachers and students
were computerized and statistical averages were tabulated both by
teacher/class and by survey construct. Appropriate graphs, charts, and
other statistical analysis were also done. Cross-analysis and crossreference by construct (e.g. morale, cohesiveness, caring) and by teacher
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were then possible with data gathered from classroom observations,
teacher and student interviews, and student grade reports.
Report Card Grades
Students’ report card grades in letter form (A - F) in each of the
classes observed were obtained from the appropriate teacher after each
had combined A+s, As, and A-s into the (A) category, B+s, Bs, and B-s
into the (B) category, et cetera. Each grade category was then
systematically converted to a numerical value using A = 5,
B = 4, C = 3, D = 2, and F = 1. A mean per teacher was calculated and
compared with other data generated by the survey by computing
correlations.
Since research for this study was conducted in the eighth grade of
one southeastern Massachusetts middle school, generalizability is not
claimed as results may not be transferable to other middle schools or
other grades within this or any other middle school.
Teacher and Student Interviews
A full transcription of two teacher and 18 student interviews was
made from the audio tapes with demographic information and emerging
categories noted. Additional full transcriptions were not necessary as
the researcher’s sense of completeness of information gathered from the
initial transcriptions was adequate. As it was not necessary to
transcribe more interviews fully, partial transcriptions of the remaining
interviews were made.
Since raw data of interviews are quotations,the most
desirable data to obtain would be full transcriptions of
interviews. . . . Transcripts can be enormously useful in data
analysis and later in replications or independent analyses of
the data. Where resources are not sufficient to permit full
transcriptions, the interviewer can work back and forth . . .;
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only those quotations that are particularly important to take
from the tape for data analysis and reporting need be
transcribed (Patton, 1988, p. 248).
Analysis of the interviews involved categorizing trends,
commonalities, and differences among the teachers in each classroom
setting relative to topics discussed that were or seemed salient to
classroom climate and teacher behavior. The same philosophy and
intent was involved in the analysis of the student interviews; that of
searching for threads which wound their ways through the data gathered.
Broader themes which cut cross categories were noted as well. The
categories and themes drawn from the interviews were supported by
quotes and evidence taken directly from the interviewees’ words.
The primary data of in-depth, open-ended interviews are
quotations. What people say, what they think, how they
feel, and what they’ve done, and what they know - these are
the things one can learn from talking to people in interviews.
. . . Direct quotations are a basic source of raw data in
qualitative measure, revealing respondents’ level of emotion,
the way in which they have organized their world, their
thoughts, about what is happening, their experiences, and
basic perceptions (Patton, pp. 246, 28).
Trustworthiness of the Data
Introduction
I had hoped in this research to capture the climate of eighth grade
core subject area classrooms with particular focus on the identification,
documentation, and description of teacher behaviors which lead to the
creation of a positive or negative classroom climate in this school at the
eighth grade level. In order to thoroughly explore the relationships
among teacher behavior, classroom climate, and student achievement,
both qualitative and quantitative data were employed in this study. The
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subsequent discussion of trustworthiness of research data addressed the
nature of each.
Trustworthiness in Qualitative Research
Qualitative research uses terms other than reliability and validity
in an examination of trustworthiness of data. The concepts discussed in
qualitative work are credibility, transferability, dependability, and
confirmability (Lincoln & Guba, 1985). Each term is applied to and
discussed in terms of its application to this particular study.
Credibility. The credibility of outcomes presented in qualitative
research is dependent upon the strategies used by the researcher from
the onset of the study to ensure its believability. Lincoln and Guba,
(1985) suggested that the following procedures make a qualitative
research project credible: (a) prolonged engagement including persistent
observation and triangulation, (b) peer debriefing, (c) negative case
analysis, and (d) member checks. Each of these has its place in this
study.
Prolonged engagement gives scope to the study, while persistent
observation gives it depth. Each ensures adequate investment of time in
data gathering. During this extended time the researcher learns the
culture of the environment, builds a trusting relationship with its
clientele, and has the opportunity to refine or correct any possible
misconceptions formed earlier in the study. Additionally, the researcher
has the opportunity to focus on the study topic(s) in detail noting
components not initially realized.
By the time formal investigation for this study began, I had spent
fourteen months in two separate school years at the site of the study
allowing for significant climate and culture observation and firsthand
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experience. Formal study involved eighteen 50 minute observations, nine
20-25 minute teacher interviews, twenty-six 20 minute student
interviews, and the completion of a Classroom Climate Survey by
teachers and students, all of which produced substantial amounts of
data over an extended period of time.
Triangulation is a third technique used to ensure credibility in
qualitative research. The researcher approaches his/her topic employing
several methodologies. This use of multiple sources allows data to be
collected using each technique individually and, further, allows for
contrasting and comparing of results from one technique to another.
There are basically two kinds of triangulation that
contribute to verification and validation of qualitative
analysis: (1) checking out the consistency of findings
generated by different data-collection methods and
(2) checking out the consistency of data within the
same method (Patton, 1988, p. 327).
In this study, four different sources (classroom observation, teacher and
student interviews, a classroom climate survey, and grade reports)
examined classroom climate, teacher behaviors, and student
achievement in core subject area eighth grade classrooms. By exploring
each area from several different vantage points, the data gathered were
substantial and thorough. By comparing the findings from each source
of data, any conclusions drawn or suggestions made were welldocumented, well-evidenced, and substantiated.
Peer debriefing is communication and discussion with a third
party, sometimes the researcher’s dissertation chair, about the research
project. By playing devil’s advocate through the reading and discussion
of the study, this third party engages the researcher who then gets
positive and negative feedback, suggestions for refinement or revision of
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the project in some way, and is forced to think about all angles of the
research, particularly those he/she had not thought of prior to
discussion.
A fellow doctoral student served as debriefer for my research into
climate, behavior, and achievement. He was involved in this process of
peer debriefing from the beginning of the project and had access to all
data gathered as necessary. During those times when I was too close to
my research to clearly see and/or interpret data, my debriefer was able to
de-fog the issues at hand.
One of the purposes of this study was to create classroom
scenarios that reflected both positive and negative climates. The
negative case analysis process aided in the constant refining of the
study. As data collection began and continued to move forward, negative
case analysis provided the momentary pauses that allowed me to look
back upon what I had done to see that all points had been covered and
accounted for, and that nothing had been missed or left out. In order to
develop the most accurate and all-inclusive climate descriptions,
searching for and/or recognizing all possible factors which contributed to
climate aside from those already anticipated or noted completed the
picture.
Referential adequacy refers to the use of video and audio tapes to
support findings and interpretations. All interviews in this study were
tape recorded and, therefore, any interpretations of data and conclusions
drawn from the interview materials were supported and evidenced with
direct quotations when necessary or appropriate.
The member check technique is considered the most vital of all in
the establishment of credibility (Lincoln & Guba, 1985). This process
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keeps understanding, purpose, and interpretation in clear view. Early in
this research project, all teachers who were potentially involved in the
classroom observation and interview portions of the study were given a
group and an individual opportunity to seek clarification of the purpose
and scope of the investigation. Once the study had begun each was
given a copy of the Saphier scripting of their observed class on which
they had the opportunity to respond to what they perceived as
inaccuracies.

Each was likewise given the graphic representations of the

Classroom Climate Survey results for their class and that of the
aggregate of all eighth grade classes in this study. The graphs for grade
reporting were likewise given to each teacher. The conclusion of each
interview was dedicated to the recapping of major themes which emerged
during the interview so that the participants were assured they were
understood and their ideas and comments accurately represented. All
teachers who had consented to be involved in this study were “member
checked” as appropriate throughout the study to make results and
conclusions credible. Each was also asked at various times in the data
collection process if they had questions or comments to make.
A qualitative study cannot necessarily be replicated in another site
or context unless the reader/researcher finds there to be transferability
to their circumstance. By providing substantial descriptions of all steps
in the research process, a decision can be made as to whether this study
of classroom climate, teacher behavior, and student achievement would
be applicable to other classrooms in other schools. It was my intent to
be detailed in all accounts of the processes involved in this study. I have
not claimed generalizability of process or results from this setting or
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participants to another eighth grade team or team of eighth grade
teachers.
Reliability and Validity in Quantitative Research
Data collected by quantitative means in this study, through a
Classroom Climate Survey and the reporting of student grades, were used
in conjunction with the qualitative data collected through observation
and interviews. In contrast to the apparent subjective nature of
qualitative research, quantitative research is presumed to be more
objective. The subjective/ objective discussion of each paradigm (Guba,
1978; Patton, 1978; Scriven, 1972) as described by Patton (1988, p. 336)
argued,
The most frequent charge heard in attacks on
qualitative methodology is that evaluation research
conducted with qualitative methods is inevitably
“subjective” - and aspersion connoting the the very
antithesis of scientific inquiry. Objectivity is tradi¬
tionally considered the sine qua non of the scientific
method. To be subjective means to be biased, unreli¬
able, irrational . . . The conventional means for con¬
trolling subjectivity and maintaining objectivity are
the methods of quantitative social science; distance
from the setting and people being studied, formal operationalism, and quantitative measurement, manipula¬
tion of isolated variables, and experimental designs.
This study was carefully organized, prepared, and executed tending
at each turn to the ensurance of the credibility and reliability of the
research. Perhaps the greatest strength of this project is the depth in
which it explores, and engulfs itself in, the topic of classroom climate at
the eighth grade level by means of specifically examining those teacher
behaviors which affect that climate.
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CHAPTER IV
PRESENTATION OF THE DATA

Data for this research were gathered using both qualitative and
quantitative methodologies in order to explore classroom climate and
teacher behaviors in as much depth and breadth as possible. The first
section of this chapter will present and analyze data gathered from: (a)
16 classrooms observations (8 teachers each observed twice), (b) the
Classroom Climate Survey taken by the teacher and the students in each
of the eight classrooms, (c) year end grades as reported by participating
teachers for those classes observed, and (d) 8 teacher and 26 student
interviews. The second section of this chapter will compare and crossreference data from each of the data collection strategies.
I wish to repeat the definition of classroom climate for purposes of
this study as it was stated in Chapters One and Two so it may be kept in
mind as an underlying factor in this presentation and analysis of the
data. Classroom climate, as defined in Chapter One, is the synthesis of the
intellectual, emotional, and physical environments created by the interactions
among the teacher and the students in a classroom which either supports or
inhibits learning. This climate manifests itself to varying degrees in
measurable levels of respect, trust, caring, and cohesiveness created by the
teacher along with the teacher’s conscious effort to maximize academic
achievement for each student in the class.
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Analysis of the Classroom Observations
As stated in Chapter Three, the purpose of the classroom
observations was to experience each classroom, lesson, teacher, and set
of students in as much detail as possible through the eyes of this
researcher. In order to experience each class with as little deviation from
their normal routine as possible, neither the week, the day, nor the
period of the classroom observations was announced to participating
teachers prior to their occurrence. Under these conditions, the
researcher had no way of knowing what the lesson objective would be or
what would be taking place during this class.
The activities observed in the eight classes in this study ranged
from teacher lecturing to testing/quizzing, student presentations, visitor
presentations, group and individual work, completion of exercises from
the text, worksheets, and folder work. Also observed were silent reading,
reading aloud, and science laboratories.
This presentation of the data gathered from the classroom
observations will be done in two separate sections: (a) the physical
environment of each classroom described as it existed, with a comment
regarding its effect on this researcher and (b) the intellectual and emotional
climates described for each teacher using a verbatim presentation of the
beginning minutes of each of their two classes based on Saphier
scriptings, a Saphier narrative analysis of what was experienced
academically in one of the lessons observed, and subjective comments
regarding teacher/student interactions and the consequent emotional
tone/climate in each room as experienced by this researcher.
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Physical Environment
The first impression made by the physical atmosphere of the
classrooms I entered as a researcher supported the inference from earlier
classroom climate research that the classroom environment may affect
interpretation of the teacher’s attitude toward learning in general and
toward their subject matter in particular. These eight classrooms
presented a wide range of such impressions, as will be clear from the
individual classroom descriptions that follow, including the teachers’
senses of taking responsibility for the appearance of their classrooms and
his or her consciousness of the possible effects of their physical
environments on students or visitors.
Upon entering a room as a researcher and not as a colleague, the
first thing I experienced a sense of teacher caring - not only about how
the room looks (neat, sloppy, plain, decorated, interesting) but also
about how much that teacher enjoys and passes on their interest in their
subject matter (displays of student work and projects, posters, banners,
newspaper or magazine clippings, art work). One can only imagine the
positive or negative effect over time of the appearance of any classroom.
In a discussion of the physical environment of classrooms, Goodlad
(1984) found an overwhelming sameness and monotony in his large-scale
study of schools:
The data reveal the physical environment of most of
the classrooms [129 elementary, 362 junior high, and
525 high school] to be highly similar, devoid of amenities
likely to provide comfort, unattractive or at least
aesthetically bland, cramped for space. . . . They lacked,
commonly, decoration in the form of wall hangings, prints
of good paintings, contrasting colors on the walls, doors,
cupboards and the like. Classes in the early elementary
grades generally were rich in displays of children’s art
products, as well as posters, plants, and other decorative
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features designed to recognize children’s work and create
a pleasing environment. . . . The picture is of increasing
drabness as one moves upward through the grades (pp.
226-227) [brackets and boldface emphasis added).
The floor plan on the next page represents the physical plant of the
eighth grade wing located on the second floor with the exception of one
room, T2’s, which is located directly below T6’s.
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Below is a detailed description of the physical layout and
appearance of each classroom, along with comments about its overall
effect on me, a researcher in the unique position of being an experienced
teacher in this school. Unless otherwise noted, each room’s appearance
was the same on each of the two observation occasions and each had the
same American flag placed in the right, window side comer of the room
and each had a large, round wall clock with arabic numerals centered on
the wall opposite the windows.
T1 is the Green Team mathematics teacher whose room is one of
the four room which faces the back of the building. This particular room
is between the boys’ and girls’ lavatories and T3’s science room. An
outside wall of windows overlooks the back field, town park, and a huge
maple tree. The room’s interior is quite large and it was sparsely
decorated in the creative sense with school notices on one small bulletin
board near the entrance door. Chalkboard space was adequate and the
teacher had an overhead projector at the front of the room. Student
desks were placed in six rows of five desks each and the teacher’s desk
was at the back comer near the windows with a computer on top of it. I
did not feel any separation of teacher space and student space, but
rather a simple sense of whose spaces were where. This room could be
described as naturally bright and plainly decorated. For Tl’s
observations, I sat at the back of the room at a student desk just in front
of the teacher’s desk.
White Team language arts and conversational Spanish are taught
by T2 in the only eighth grade room on the first floor of the building
right on the circular driveway. This room is smaller than all but one of
the upstairs rooms, the one directly above it, with student desks
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arranged in six rows of four desks each. The bulletin board next to the
door had student/team notices on it. Creative decorations were sparse,
though there were academic-type posters pertaining to the lesson taped
on the chalkboard on each of the days observations were made. There
was a large horizontal bookcase beside the teacher’s desk that separated,
not barricaded, her area of the room from the students’. This bookcase
had books in it and papers and artistic materials on top of it. The
brightness created by the natural light in this room also made it appear
cheerier than it otherwise might have. T2’s room was relatively
nondescript and reasonably comfortable, though I felt a bit more
cramped during the second observation than I had during the first. For
these observations I again sat at a student desk near the teacher’s desk
at the back left of the room.
T3 is in the Green Team science room with typical science tables
arranged in three clusters of four tables each. This room is between Tl’s
math room and T8’s science room. Also facing the back of the school,
this room is large enough to hold its furniture easily. T3’s desk, at the
front of the room near the windows, formed the left hand side of a literal
barricade between the front, or teacher’s end of the room, and the
remainder of the room which was the students’ side. This barricade
consisted of the teacher’s desk as already noted, two high file cabinets,
and a tall shelf piled high with papers and folders. The back of the room
was lined with a built-in hutch-like cabinet housing microscopes,
beakers, scales, and other science materials. These items were relatively
neatly placed inside the cabinet with most like materials together.
Though this would be true for any subject, science by nature
presents the teacher with considerable opportunity to display both
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inanimate objects or specimens, live creatures, plants, and exhibits in
their classroom. This science classroom had two very large but empty
gallon aquariums on tables near the windows. The glass was murky in
spots and dirty in others and the tanks appeared to serve as storage
space for miscellaneous junky items. I would describe T3’s room as
dreary, uncomfortable, unappealing, and actually disconcerting. For
observation purposes I sat in a regular chair, not at a student desk, just
in front of the materials cabinet in the back left comer of the room.
Teacher T4 is the White Team math teacher whose room is at the
far end of the eighth grade wing across the hall from T8’s room facing the
front of the building. Equal in size to all but one of the second floor
rooms, this was another plainly decorated room with five rows of six
student desks facing the chalkboard at the front of the room. One of
these desks had an overhead projector on it. A major difference noted in
this classroom was an integration of teacher and students spaces, not
the barrier set up to separate the teacher from the students which I
experienced in T3’s classroom and somewhat noted in T2’s room as well.
T4’s desk was at the back of the room by itself with a file cabinet behind
it. Also at the back of the room was a round table with four chairs
around it that I did not see used during the observations. Though plain,
this room was neat and orderly yet I felt a certain sense of coolness and
blandness to it; barren and lifeless are the single words which describe
this classroom. The student desk I chose to sit at was at the center of
the room at the back next to the circular table.
Language arts and conversational French on the Green Team are
taught by T5 in her second floor room which faces the front of the
building. Student desks were arranged in 5 rows with the teacher’s desk
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in the more traditional placement on one side of the room near the entiy
doorway. The back wall and part of the side wall nearest the door were
somewhat cluttered with open boxes filled with French worksheets and
unboxed stacks of the same making the room look and feel somewhat
disorganized. As an explanation, T5 attributed this need to xerox to the
lack of a text with which to teach the conversational French students.
The bulletin board at the rear of the room had a few language arts
posters on it which added some color to the room. Overall, this
particular room was more lived-in and comfortable than those I have
mentioned to date with a sense of ease and a happy-go-lucky nature
existing. Because all student desks at the rear of the room were
occupied, my seat for this class was at the rear of the room on top of a
stack of unboxed papers!
Teacher T6 teaches White Team language arts in the comer room
at the top of the stairs on the second floor next to T5’s room. Her room
has two main entrances/exits and is the smallest room on this level.
Student desks are randomly scattered in what appeared to be a semicircle-like design with the teacher’s desk, a bookcase, and two large file
cabinets in one of the two comers at the window-wall side of the room.
Large built-in bookcases centered on the inside corridor wall of the
classroom display numerous sets of paperback books used in classes.
Several healthy plants, mostly geraniums, lined the window sill. Student
notices and student writing samples with their accompanying
illustrations were displayed on the long bulletin board that lines the
entire side wall of the room. Academic posters pertaining to the lesson
at hand taped to the chalkboard were noted for each of the two
visitations to this class. My seat in this randomly arranged setting was
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at the window side in a student desk only slightly behind a couple of the
student members of the class. From my vantage point, this room had
posters, notices, student work, shelves of books, and lots of color to look
at and be interested in. T6’s room was very comfortable, easy to be in for
45 minutes, and was clearly subject appropriate with ample care taken by
T6 to assign projects which could eventually be displayed for classmates
and other visitors to this room to see.
T7 teaches social studies and serves as Team Leader for the Green
Team. His room is at the center front of the wing overlooking the faculty
parking lot more than the circular driveway, and is between T5’s room
and the room of the other Social Studies teacher who declined consent
to participate in this study. Student desks were in the typical rows with
the teacher’s desk at the rear of the room. The bulletin boards and the
room in general reflected the subject taught in the room with studentmade posters and life size cardboard mannequins of Civil War characters
displayed. Considerable amounts of student Green Team news were also
posted (due primarily to this being the Team Leader’s room) reflecting
team pride. Also noted was the fact that the bulletin boards had been
outlined with colorful, scallop edged borders.
On one of the two days of observations in T7’s classroom when
presentations were taking place, the room was physically very alive with
animated students and with the maps and posters they had created
displayed on the chalkboard at the front of the room. I sat in the back
right corner of the room for each of the two observations anxiously
listening and watching the spirited climate. This room was subjectappropriate without being overdone, and appeared naturally bright with
the afternoon sun, cheery in its decor, comfortable in its setup and its
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easy-going, natural atmosphere, and lived-in with its decorations and
the sense of ease with which the students and the teacher interacted. It
surely appeared to be a place where there was no doubt learning took
place in a fun, calm, and appropriately paced way.
The last of the rooms to be described is T8’s White Team science
room which is across the hall from T4’s math room at the back side of
the building. With ordinary science tables set in two long rows with
students’ chairs on both sides, the physical setup of this room was
simple and orderly. At the front of the room there was a six-inch
elevated platform in front of which T8, who also serves as the White
Team Leader, had his desk. The exact purpose of or use for this area is
unclear to me, though I would surmise it could serve as a teacher area
for demonstrations and/or experiments easily visible to students. The
rear wall of this classroom was a duplicate of the science materials
cabinet in T3’s classroom. One more time, there were no decorations or
displays in this classroom other than the posting of student notices on
the bulletin board. I sat in the same spot for this observation as I did in
T3’s science class - in a regular chair set just apart from the student
tables at the back of the room.
Physical Environment Summary
To summarize what has been described regarding the physical
environments of the classrooms in this study, six of the eight rooms were
spacious and two rooms were slightly smaller and all were well-lighted by
a wall of outside windows. The furniture in each room was likewise
similar, with standard teacher and student desks and file cabinets.
Bulletin board space in all rooms was limited, utilized mostly for display
of school and team notices, and appropriately placed near the entrance
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doorways to each room. All rooms on this corridor had the same
placement of a standard sized American flag and wall clock.
The decor of the classrooms created by the teachers in this study
varied considerably. One room, T3’s, appeared to me as truly un¬
comfortable and slovenly with a very obvious barricade between the
teacher and the students. At the other extreme, T6’s and T7’s rooms
were cheery, bright, and decorated subject-appropriately, thoughtfully,
and carefully with the subject, the students, and anyone else who
entered these rooms in mind. The remaining four rooms (Tl’s, T2’s, T4’s,
and T8’s) were rather nondescript and plain in decoration and overall
appearance with student desks arranged in typical rows. The last room,
T5’s, was busy and cluttered, a little messy, but lived-in and was, for this
researcher, more comfortable and pleasant than the above mentioned
four nondescript classrooms.
The typical row set up of student desks in all but one of the
classrooms (T6’s) brings Ridling’s (1994) study of varied seating
arrangement to mind. As results of that study indicated, teacherstudent verbal interaction was adversely affected in all dimensions by
row seating versus herringbone or u-shaped seating arrangements.
Based on what I experienced of the intellectual and emotional climates
of the classrooms in this study, I believe the physical arrangements of
student desks in this setting contributed to classroom climate, and, as
suggested by Ridling, that teaching technique or instructional
methodology, enthusiasm, and teacher personality contributed more to
climate than did student seating.
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Intellectual and Emotional Climates
In accordance with teacher effectiveness and classroom/school
climate research, the ideal intellectual climate of a classroom is created
and achieved by teachers who see potential to learn in every child, who
support development of each child’s positive self-concept, and who
understand the child’s need for security and sense of belonging. (Crohn,
1983; Glasser, 1969; Van Hoose & Strahan, 1988). Simply stated, the
classroom should be child-centered, active, open, and respectful (Delisle
& Delisle, 1992).

I suggest here that the teachers should be aware of the

multi-faceted nature of teaching; the what and the how of teacher
activities mentioned in Chapter One working in unison.
The subsequent discussion of the intellectual and emotional
environments created in the eight observed classes will begin with a
description of the students and the objective(s) of each lesson. The
objective could be stated by the teacher (S), implied by the teacher (I),
assumed by the students (A), assumed by the researcher (R), or any
combination of the above. The opening of each class from the time the
end-of-passing bell rang through approximately the first ten to fifteen
minutes of the class is then presented with verbatim teacher and student
comments, actions, and occurrences. These quotes and/or descriptions
are followed by a Saphier summary which objectively synthesizes each
teacher’s two observed classes in terms of the intellectual and emotional
environments established in those two lessons. Finally, subjective
comments regarding my sense of how and what kind of intellectual and
emotional climates each teacher created are made.
In general, the intellectual climates of the classes visited in these
observations were established by a variety of teacher actions and
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behaviors. In similar fashion, the emotional climates created by the
teachers ranged from vibrant to stagnant and were largely based on the
teacher as well. I also note conditions and possible reasons for the
observed climates and identify positive and negative climate
characteristics or factors noted at the grade 8 level in this school.
It was evident to me that each of the eight teachers was prepared
for their classes with a lesson plan and curricular agenda on each of the
two days they were observed unannounced. This preparation, evidenced
in use of the text, worksheets, overheads, tests, and posters, for example,
represented the “what” component of their teaching. With the exception
of Teacher T5, who needed to xerox worksheets for her Conversational
French class and store them in cardboard boxes along the perimeter of
her room, primaiy and supplementary materials appeared to be current
and in adequate supply.
Opening remarks to classes and teacher behaviors thereafter
foreshadowed the ensuing tone and direction of the class. Also
experienced and documented were teacher/student interactions and the
sense of clarity of the lesson - the “how” of the teaching process - which
ultimately reflected the overall climate of the classrooms.

Teacher T1
Tl’s algebra class consisted of 21 students (9 boys and 12 girls)
for observation #1 and 20 students (8 boys and 12 girls) for observation
#2. The objective of lesson #1 was to review for an upcoming test
utilizing 6 questions and a worksheet (I/S) and the objective for lesson
#2 related to decision making and problem solving with part of the class
in the charge of a guest speaker (I/S).
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Observation 1

(Teacher is at the front of the room near the

doorway as the bell rings for class. He is looking at papers in a folder,
not at the students as they enter.)
T: “I need 7 more permission slips. Well, we don’t go. You’re not coming
with me without a permission slip Okay. Let’s look at where we are
again. Again as in yesterday’s case, I want to clarify where we’re going
. . . Test/quiz. What do you know? Interception point because part of
the process is trying to use technology and understand resources. The
key word is use and I was sort of questioned appropriately, as is always
the case with this class. I presented you concepts - 3 weeks work.”
T: (continues talking) “Please, put that away. . . .backtrack even more
today. Start with major test - given the first Monday or Tuesday after.
I’m going to read to you the first 6 questions. You can try (to write them
down) but don’t stop me. Listen and generate questions . . . Are we all
set? Will this be a mad dash? I want you to see what is expected of you.
If you read carefully within the first 6, there are 2 base questions. Okay,
here we go.”
(Teacher reads questions - mutters, smiles, laughs)
T: “You’re looking at the specifics of the example. Look at the questions
to ask ‘How do I do it?’ I’m not going to give answers I want to go over
technique. We have worked 4 lessons of the section on listening skills.”
(Teacher is walking around / up and down aisles)
T: “Any questions about how to do any of these problems? All right. I
have a couple of comments. #4 and #5. The first step in solving what
work assignment before April vacation?”
S: (1st student comment of class) “Worksheet #35. On the test, I’m only
asking the first step. On the test, there are 2 extra credit questions - 1
is a model for construction to the 4th and 5th problem from the other
day. Since there are still no questions - #7. You have to show it. No
work, no credit.
(There is one question from a student) T: “Yes, that’s the kind of
question I want. A linear equation has how many solutions?” (No
student response - teacher stand with arms crossed)
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Observation 2. (Teacher standing in the front of the room with
his arms crossed looking out the window and glancing at the students as
they enter.)
T: “ We have an artificial environment created. We don’t have to have
the problem solved today.”
S: “Why do you do these things to us?”
T ’’Decision making. You have to learn. I listen to your complaints and I
ignore you. You have until Monday. Not Tuesday. Not Wednesday. We
need to get the problem done for a group grade. Tom is supposed to be in
at 8 o’clock.”
S: “You said - What about page 480? Everything goes back 1 day. Now,
Monday’s homework is Tuesday, et cetera.”
T: “No, you’re gonna take the weekend off. Five remedial assistance for
one quarter is you passed in the daily work on time. Guess what? It’s
Monday, Tuesday, Wednesday, Thursdays, Friday. No more homework.”
S: “Ever?”
T: “Decision making. Do what you want to get it done or not?”
S: “I don’t care, do I.”
T: “Don’t yell.”
(Student questions on page 480 on Monday)
T: “Let’s get to your grades - next week is the perfect opportunity
to fix them if you passed them in. I’m so tired of (illegible).
Saphier Analysis: Observation Write-up. Tl’s algebra class
consisted of 12 girls and 9 boys seated primarily on the sides and toward
the back of the room in six rows of student desks. The objective of the
lesson was to review for an upcoming test and to have students complete
of worksheet 35.
In the process of reviewing for an upcoming test, the content of which
was unclear to this researcher, not only did Teacher T1 have stated
expectations for his students, but students had a noticeable level of
expectation for him as well. (T:“I am going to read to you the first six
questions. You can try to write them, but don’t stop me. Listen and
generate questions.”) (T: “Please talk to yourself.” S: “She is!”) As one
student’s paper fell off her desk and another quietly picked it up, T1
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said, (“Are we ready to go now?” S: “ I was picking up her paper. I was
doing nothing wrong.”) Another facet of expectation in this classroom
revolved around grades and time: (T: “I’m officially finished. Let me
finish. The class average” [students now joke around amongst
themselves] S: “You never gave me back mine. You’re killing me.”) (T:
“I’m a minute late now. I corrected enough work last night . . .class
average went up to about 55. Now the good news. The papers in the
middle are readable. The next piece of good information, a few are
corrected and going back today.”) The following remark of expectation
was the last thing the teacher said to his students as the bell was about
to ring. (“Okay. On the bell, anything that’s supposed to be graded goes
in the basket. Do you want this to count? Worksheet 35 if you want it
corrected.”)
Clarification of class direction and content by T1 was also evident. As
class began, his first comment set the course. (“Okay, let’s look at
where we were again. Again, as in yesterday’s case, I want to clarify
where we’re going. “) He then directed his remarks to the test which was
to take place three days hence. (“. . .test/ quiz, what you do know. The
interception point because part of the process is trying to use technology
and understand resources. The keyword is use . . .”) As the class
progressed, T1 continued to refer to the test and clarify its contents and
useful study material for the students. (“I’m not going to give answers. I
want to go over technique.” “We have worked four lessons on listening
skills. Any questions about how to do any of these problems?” )
Sometimes, clarifying was handled with a sarcastic overtone - (“What
was that, Tina? What? I don’t understand. Okay. Tina, I’m not even
gonna watch this. Communication. Tina asked a question, she’s
confused. I’m going to clarify Tina’s question. She doesn’t get it.”)
Discipline in this classroom was dealt with immediately and in a
somewhat mutually disrespectful manner . (“Please put that away.”) was
Tl’s comment to a student with other class work in her hand. (“Don’t
complain if you miss this section. What was the last thing explained
this lesson?) was the remark intended for a pocket of students chatting
and the following remark was to a young lady who was talking to her
nearby classmates. Also evident here is the challenging exchanges that
occurred a few times in the course of this class. (T: “All right now, Tina,
your seat will get moved.” S: “I refuse to move.” T: “You don’t let me
finish.” S: “I know.”) This sarcastic overtone and challenging nature
was further evidenced in the following exchange. (T: “I know you tune
me out, so I thought I’d show you you tune me out.” S: “We’re neglected
children.” T: “You’re just doing this because Mrs. Antosca’s here.*” S:
“She’s not affecting anything by being here. Yes, you’re acting normal.”)
*This was the only time throughout the course of all the data gathering
for this study that any reference to me in general or specifically was
made.
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Overall, this class was generally forward moving though no new material
was covered and the review of test material was smattered with
distractions. I got a slight indication of an attempt on the teacher’s part
to make a relevant connection to the students with comments about
problem solving and use of technology, but these remarks were said in a
such a cursory way that I am not sure the students either heard them or
made any connection to their lives.
Intellectual and Emotional Climate Analysis. Though not
sterile, intellectually this class was dull and uninspiring. Because a
great deal of time was spent between the teacher and the students
verbally jousting, the academic purpose of each class observed was lost
to the tension and “attitudes.” This class appeared intellectually
confused and seemed to have no focus that could be detected by this
researcher.
From an emotional standpoint, this class was somewhat
confrontational and distanced, with a prevailing attitude of “us against
him” and a “me against them.” The verbal barbs and taunting of one
another support this statement and represent one indication of the
interpersonal tension in the room leading to a lack of mutual respect.
There also appeared to be a state of curricular confusion and
ambiguity that was fairly constant in both classes. Subject matter
seemed almost to be an annoyance and a chore rather than a joy for the
teacher, the students, and, to a lesser degree, the guest speaker. The
students made some attempts to have input into the class, but these
were stopped short by the teacher. Ambivalent and apathetic best
describe the state of this class’s emotional climate.
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Teacher T2
T2’s language arts classes consisted of 25 students (11 boys and 14 girls)
and 21 students (8 boys and 13 girls) for the second lesson. The
objectives for both lessons #1 and #2 were nearly identical: to read and
discuss Roll of Thunder. Hear my Cry and its characters (I/A).
Observation 1. (Teacher enters from corridor duty as the bell
rings. As she passes by the front desks, she is looking at the students.)
T: “All right, first of all, you should all have your new books. All other
material should be away now. I would like you to have it with you now
until when we don’t need it. Carmel, almost done? D.J., book?”
(Teacher continues) “All right, last night you read through page 29, the
end of chapter 1. Let’s take a look at page 30 to complete the chapter.
I’ll wait until you get your books open, all right, this book is presented
from whose point of view? “ (no student response) “How odd, do we
remember? Living where? During what time? 1933 during the time of
the Depression.”
(Teacher reads aloud from text. Students are attentive, appear to be
following along as teacher reads. As she opens a window she says
“excuse me.”) (Teacher questions students on reading)
Observation 2. (Teacher enters the room at the bell smiling
broadly in a similar way as was observed in Observation 1.)
T: “May I have your attention, please. Please take out your plot chart and
your Roll of Thunder book. You were supposed to have read Chapter 9
last night. We’ll go over some questions and vocabulary. Let’s settle
down. Okay, let’s direct attention to the side board. Fred, you, too.”
(Teacher continues discussion of the story)
T: “Let’s back up in 7 and 8. Can someone summarize what happened?
(no student response - teacher reads questions printed on large pieces of
construction paper taped to the chalkboard)
T: “Still sleepy? It was a question of changing. White people can be nice
now, but they’ll change. Do you want to add something, Shahana? Add
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Barrett to your plot chart.” (Teacher is standing at side board near the
questions - 4 or 5 students have their heads down)
T: “Head up, please, everyone. Jim, please sit up. Noelle, Elizabeth,
Ben. I know it’s early and many of us are tired. DJ, I just asked you to
sit up. Let’s not argue.”
Saphier Analysis: Observation Write-up. T2’s class consisted of
14 girls and 11 boys seated in six rows of four students desks each. The
objective of this lesson was to read and discuss a novel. Roll of Thunder.
Hear my Cry, in terms of plot, characters, and setting.
Teacher T2 used effective questioning techniques throughout this class
to ensure and clarify students’ understanding of the story. At the
beginning of class, after the students all had their books open, the
teacher began with a review of what the students knew to date about the
story. (“All right. This book is presented from whose point of view?
Living where? During what time?”) She then read aloud from the first
chapter and stopped at a logical spot to bring students into the lesson
once again. (“What’s Mama gonna do with the books? What is the
setting? They had to walk to school. Why? . . . Day 1 on the way to
school, what happened? When they got to school, what month is it?”)
This same pattern of reading aloud and questioning the students
continued throughout the class.
Also evident for this class was the forthright nature, calm tone, and
immediate directness with which T2 handled discipline in her class. As
one student turned around she immediately looked right at him and
said, (‘Turn around.”) One student, a behaviorally disordered child, had
his head on his desk. After several minutes of this nondisruptive, yet
inattentive, behavior T2 addressed him. (“Fred, if you want to go, go, but
you can’t lie down. Okay, sit up. Fred?”) In discussions of the plot and
characters as class continued, these similar dignified and polite
responses to students were made. (“DJ, please sit up.” “David, please
stop.” “Sarah, put your chair on the floor, please.” “DJ, take your head
off the sill and chair down, please.” “ Sarah, get your head off there,
please.” “Could you please stop that? Page 41.”) Though two students
in particular, DJ and Sarah, needed to be spoken to more than once, the
same tone of respect and reserve was maintained by T2 each time.
Overall, Teacher T2 kept the pace of the class moving forward at an
impressive pace, though she met with some student apathy throughout
the class. Her questioning techniques were impressive and appeared
simultaneously to keep the students alert and test their understanding
of the reading. Also noteworthy was T2’s pleasant and “even-keel”
personality.
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Intellectual and Emotional Climate Analysis. The intellectual
climate in this classroom on both observation days was basically
innocuous, very evenly paced, and somewhat dry. These characteristics
are evidenced, for example, in the fact that on both occasions, the
teacher read aloud with intonation and enthusiasm to the students with
some of them being attentive and following along and others fidgeting
with their notebooks, their hair, or doodling.

Student participation in

the teacher’s questioning following her reading aloud was minimal and
unenthusiastic. By all appearances, this class belonged intellectually far
more to the teacher than it did to the students.
The emotional tone of this classroom was more warm than cool
due primarily to the teacher’s affect and not that of the students. The
teacher was polite to all students, including those requiring disciplinary
attention or action with whom she was firm, kind, and non threatening.
Each student was handled with dignity and respect. T2’s voice was
consistently pleasant and gentle, and her intonation while reading, as
previously mentioned, showed her interest in the story/subject matter
and in her attempt to bring the novel to life for her students. Her overall
affect was one of calm and thoughtfulness.
The students, on the other hand, were reticent as a group and
some seemed to test the teacher’s patience with this indifference and
non-responsive attitudes. All of those attempts to rattle to disrupt were
dealt with quickly and without fanfare, setting a tone of understood
behavioral and academic expectation.

Teacher T3
The science classes taking place in this classroom consisted of 15
students (6 boys and 9 girls) for the first observation and 14 students (8
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boys and 6 girls) for the second. The objective of the lesson #1 was the
checking of worksheets completed as homework (not reviewing them), the
taking of a test, and the assigning of reading from the text which was to
be started as students finished their tests (A/S). Lesson #2’s objective
was similar to that of the first lesson observed with a slightly different
order: the checking off of two worksheets assigned the previous day as
homework, the assigning of seven questions to be answered for the next
day, and a laboratory to create a feedback mechanism with an
accompanying worksheet entitled The Magic Spoon (S).
Observation 1. (Teacher at the classroom entrance just into the
hallway. Class is quiet, teacher walks in looking down at the floor.)
T: “Take out 5.1 and 5.2 worksheets. I’ll come around and check those
off.”
(Students are silent, teacher checking each student’s work individually)
T: (four minutes later) “On binders - I won’t be collecting them today.
It’s taking longer than I anticipated. So, maybe tomorrow. Make sure
you’re ready. I’ll collect them tomorrow at the earliest.”
To student- “You didn’t do 5.2? Thank you. Lee? Thank you.”
(Students are relatively quiet)
T: “Alex?” “Anything guys?” “Okay.”
(Teacher finished checking papers, walks to the front of the room)
T: “Listen carefully. You have a test coming up. When I pass out the
test, put your name , class, date, and wait for instructions. Tomorrow’s
homework assignment - 6.1 - begin the nervous system. This test is a
little longer - that’s why I want you to wait for instructions.”
Observation 2. (Teacher at entrance just into the hall as the bell
rings. He enters the room looking ahead toward the windows.)
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S: “Good morning, Mr. R, (turns to me) Mrs. Antosca!”
T: (to me) “Can’t you just feel the love in this room?”
T: (to students) “You wanna take out, please, the two worksheets I gave
you yesterday. Anybody who was absent, come here and I’ll give you the
two worksheets you missed.” (2 students go forward to get sheets) “On
homework tonight - only two more nights of homework - on the board 17 tonight, 8-13 tomorrow night.”
T: “Now, today we’re gonna do a lab that counts. Labs count as a quiz
grade. I have a worksheet called The Magic Square - it should be done
when ... do it when/if you’re done with the lab. I’ll pass out the Magic
Square so you’ll have that.”
(Teacher tosses papers in front of each student)
T: “Now I’m gonna pass out the lab. When you get it, start reading it.
Then I’ll go over the changes we’ll make to it. (Teacher tosses one piece of
paper at students and returns to the lab table to get a second folder)
T- “Okay now. Let’s take a look at the first page at background
information.” (Teacher raises his voice, sits on a table, and reads
directions aloud to the students)
Saphier Analysis: Observation Write-up. T3’s science class
consisted of 6 boys and 9 girls seated at one of three clusters of four
science-type tables each. The objective of the lesson was primarily the
taking of a test on respiration and excretion with some additional tasks
to be completed.
Expectations from T3 to his students were crystal clear and many at all
times. Class began, for example, with (“Take out 5.1 and 5.2
worksheets. I’ll come around and check those off.” “On binders, I won’t
be collecting them today. It’s taking longer than I anticipated. So,
maybe tomorrow. Make sure you’re ready. I’ll collect them tomorrow at
the earliest.”) After checking these assignments off, T3 walked to the
front of the room. (“Listen carefully. You have a test coming up. When
I pass out the test, put your name, class, date, and wait for instructions.
Tomorrow’s homework assignment -6.1- begin the nervous system. This
test is a little longer - that’s why I want you to wait for instructions.”)
The instructions which followed related to the taking of and turning in of
the test. (“Now, turn it over. You can answer 6.6 and 6.8 - circle 6.6
and 6.8 - you don’t have to do 6.7. Read directions carefully. Observe
Figure 9 on the previous page. Remember to do the (illegible notes).
When you’re done, bring your papers up here. You may begin your
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homework. 6.1 section review. You may begin.”) Nearing the end of the
test the same direction was given to the students. (“When you’re done,
bring it up.”)
Teacher T3’s dealings with students, personal relationship building, in
this classroom were ridiculing and negative. (T: “Labon, Chapter 6. Do
you have a book? Leave it alone if it doesn’t belong to you. Come here.
Have a seat. Chapter 6, right here. Have a seat. If you need my help,
I’m right here.” S: “I’m not sitting here, I don’t need your help.” T:
“Good. Have a seat and amaze me.” S: “Can I go to the bathroom
quickly?” T: Can you go quickly?” S: “yeah.” T: “What’d you ask me
for?” “Where are you going?” S: “Bathroom.” T: “Who said?” S: “Can I
go?” T: “Yes, you can.” S: “May I go?” T: Sure, all you have to do is
ask.”) The same student later asked, with curiosity, (“What percent of
the brain do we use?”) This teacher’s response was, (“Who? You or me?
3%. I don’t know if you use that much . . 2, 2.3, 2.8. The more you
learn, the more you use it. It’s like an automobile. Yours is in the
garage and I drive mine 10 hours a day.”) Three last examples of the
negative personal relationship building skills of this teacher are his
interactions with three other students. (“How’s it goin’, Tim? ... Do you
want to bother? No? Okay, start to read. . . .”), (“Alex, what are you
doing? Don’t go over there. Don’t go into my closet. You wait. You
want paper, you ask for it.”), and (“It would help if you opened your
book.”)
Overall, this class had an obvious disconnectedness and coolness to it.
Not only was this attitude indicated in verbal interchanges between the
teacher and the students shared above, but in more inconsequential
responses such as an (“Uh huh.”) without looking at the student who
was asking to use the bathroom. Negativity was also evident in his
actions as well as his words. For example, when he handed out the test
pages (three sheets handed out separately) he literally tossed each sheet
in front of the students. This class, no doubt, had forward momentum
and high teacher expectations, but its negativity was far more
noteworthy.
Intellectual and Emotional Climate Analysis. As I experienced
the intellectual climate in this room, I found it to be one with the
teacher’s impatience, annoyance, and a feeling of intolerance as well; a
sort of “let’s get this over with” sentiment. In response, now that the
school year was drawing to a close, the students seemed to maintain a
positive attitude with and toward one another, had a laissez faire
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attitude toward the teacher showing no disrespect whatsoever, and their
attitude toward science was neutralized, if not nullified, by their teacher.
Describing the emotional tone of this classroom is more difficult
than describing that of any other of the classrooms observed. Taut,
waiy, and untrusting are adjectives that describe the emotional mindset
exhibited by the students of this classroom toward their teacher on both
observation days. Toward one another, they were light hearted and good
natured. Students sat in closer proximity to one another in this
classroom than in other classrooms which leads me to believe they were
more secure that way. Those students who appeared to be the more
behaviorally disruptive sat together at one pod in the back of the room.
Cool, uncaring, serious, and authoritative emotionally describe T3
as he appeared to this researcher. These two divergent tones and states
of being at best could be described as tolerated by each side, though the
students appeared more comfortable than the teacher did based on their
interactions with one another. This distanced behavior on the teacher’s
part was further evidenced in his tossing of papers at students rather
than placing them in the students’ hands directly.
This class draws to mind a military setting with soldiers standing
at attention in front of their commanding officer. Though there were
clear expectations and direction, each was more an order being dictated
not communicated. Any attempts students made to communicate with
this officer in charge were squelched immediately because no interaction
was allowed between”officer” and “enlisted personnel.”
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Teacher T4
The mathematics classes taught by T4 consisted of 20 students (9
boys and 11 girls) for the first lesson and 21 students (11 boys and 10
girls) for the second. The objectives of lessons #1 and #2 were identical
students were to correct the previous night’s homework assignment from
the overhead projector (not from the teacher), ask any questions they
had regarding that lesson, read the next lesson in their books silently
and individually, listen and take notes as examples were done aloud by
the teacher on the overhead, and they were then given their assignment
based on those notes (A/R).
Observation 1. (Teacher is in the hallway chatting with T7 - two
students ask me to go to the bathroom. Teacher enters nonchalantly a
minute or so after the bell.)
T: “Hi, Adam. Where were you yesterday?”
S: “Spelling bee.”
T: “All right, let’s go. Take a couple of minutes and correct those first (T
refers to the overhead projected on a screen at the front of the room.
Students clear their desks and chat as they correct their work)
T: “Anybody need more time? Okay, anybody need more time?”
(No student indicates a difficulty. Teacher begins explaining difficult
problems)
T: “All right, don’t let . . . take the largest piece of the puzzle to smallest
- biggest is x to the 5th - first piece of their puzzle is x5 - 90x3 +4x2 + 3 rearrange highest to lowest. Anything else 1 - 10?” (teacher does another
example) “M4th. What number is in front of this?”
S: “5.” T: “You would think that. Anybody want to correct that?
Anything else 1-10? 11-20, anything there?”
Observation 2. (Teacher is in the hall as the bell rings - enters
shortly thereafter in a nonchalant fashion once again.)
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T: “Get rid of the gum, Fred. Fred, sit down. You’re wound up today.
Stephen, correct that will ya?”
(Teacher at the back of the room at his desk. Students are correcting
homework from the overhead)
T: (to one student) “Is it done or are you copying? Anybody need more
time?” (Teacher walks to the front of the room and turns the overhead
off)
T: “Anybody have questions on 1-7? 1-7 anybody? 8-14?” (calls on
student whose hand is raised) “Willy?” S: “10.” T: “On 10.” (teacher
explains orally) “Anything else? Anything else? How about on the review
questions 15 - end? Chris?” S: “22.” T- “22.” (Teacher explains orally)
T: “Any others? Okay, pass ‘em up. Make sure you get a mark on it,
please. If you take a look at 10.4. This is the last part of material on the
quiz on Monday, 10.1-10.4. All right now, what this involves is
factoring.”
Saphier Analysis: Observation Write-up. T4’s algebra class
consisted of 11 boys and 9 girls seated intermittently in five rows of
student desks. The objective of this lesson was to review section 10.1 in
the text and to begin section 10.2 each on the topic of algebraic
equations.
There were clear and efficient routines, clarifying of material, and forward
momentum in this classroom evidenced by the matter-of-fact flow of the
lesson for both the teacher and the students. The first routine appeared
at the onset of the class. (“All right. Let’s go. Take a couple of minutes
and correct those first.”) Students cleared their desks, took out their
homework, and began correcting their assignment from the overhead.
Next in the routines, also clarifying for the students, was the mutual
asking of questions. (“Anybody need more time? Any questions?”) One
student asks about a specific problem and the teacher explains it
verbally. (“Anything else 1-10? 11-20, anything there?”) One student
asks a question, the teacher answers. Again, (“Anything else through
20?”) No further questions and the routines/clarity/momentum
continued: (“Can I have those papers passed up, please?” “All right now,
take a look at 10.2 on 481.”) Students books are opened and they begin
reading after the teacher says, (“I’m going to give you 3 problems with
this. Take a minute to read 481-483. Take your time, it’s not easy
reading.” ‘Take about 1 more minute and we’ll talk about what’s in
there.”) The overhead goes back on and the first of three problems is
visible. (“The first one of these is the hardest of all, so don’t be afraid
about not getting this the first time around.”)
Each of the three problems is completed by the teacher on the overhead
with a couple of students verbally checking their understanding with the
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teacher and the rest copying into their notebooks. The teacher/student
interaction in this class ended 10 minutes before the bell with, (“A
couple of people were carrying you here. That’s pretty much it. H-block
today, test make-ups if you’re interested. Sign up on the yellow paper.”)
Teacher passes out papers. (“Okay, 10.2 is your assignment now. Let’s
have them done for tomorrow.”)
Overall, routine, clarity, and momentum were clearly the strengths of
this class as evidenced in the above summary. T4 was polite and calm
when dealing with the students, but they worked more with the overhead
than their teacher.
Intellectual and Emotional Climate Analysis. The intellectual

tone in this classroom was one of roteness, passivity, and monotony.
There were mathematical problems being solved in a very impersonal way
with the students “interacting” more with the overhead projector than
with their teacher. It is not surprising that the emotional climate
stemming from the intellectual one was similar in its bland nature.
This class was emotionally dry, passive, and bland. Interaction
between teacher and students was perfunctory and rote during each
class. In fact, I observed admost an exact replica of observation #1
during my second visit to T4’s class in all aspects of the teaching and
learning processes. It cannot be said there was a lack of respect, a
mistrusting atmosphere, a lack of input, or no cohesion in the class - it
is just that none was visible in either a positive or a negative sense.
Stated most simply, the emotional tone in this classroom on both
observation days was flat, dull, neutral, and lifeless.

Teacher T5
T5’s Conversational French class consisted of 22 students ( 9 girls

and 13 boys) for observation #1 and 20 students (9 girls and 11 boys) for
observation #2. The objectives for lesson #1 were the introduction of the
French verb ETRE and a continuation of the vocabulaiy of weather and
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seasons (S/A). Lesson #2’s objectives were the oral quizzing of verb
conjugations and the introduction of new vocabulary, words of direction
through a short video entitled “Voici” and worksheets (A/S).
Observation 1. (At the time of the bell [9:161 it was noted that
only six students were in the room. The teacher was at the front of the
room at a TV/goes to the board and writes ‘etre’ and its conjugations.
Students continue to enter and be seated as the teacher continues what
she is doing at the front of the room.)

T: “Look up here, please. Take out your notebooks, please. All
notebooks open to a blank page. Can you put the stock market away,
please. We have something to do. Who’s got a watch on?”
S: “It’s 9:31.”
T: “Jon, lined paper in the back of the room. Okay, on the board. Ned,
Are you ready? “ (T turns out the lights) “I don’t care. It doesn’t matter.
Excuse me, I’m talking.”
T: “The second most important verb in French - etre. Je suis means I am.
(points) tu es-you are - talking to one person, il est which means he is,
elle est, I think you know, nous avons-we are, vous avez talking to two or
more people, ils sont-they are.” “I have a short clip to show you. I’m
gonna show a very short clip. Anybody want to ask me a question? Does
everyone understand what (T5) says? Pay attention now. You don’t have
to know this point.”
Observation 2. (Teacher inside classroom at the front of the room
flipping through papers awaiting students entrance.)
T: “Come on down if you don’t have these papers. Jen, do you have this,
Honey? Take out this paper. Anyone else? Do you have it? Do you need
this? While you’re practicing with your partner, (T5) will come around
and quiz you. If you bomb both - see me on it or after school. You’ll
simply have to stay today. Let’s try it one last time now, kids.”
(students repeat the months after teacher)
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T: ‘That’s an easy 100 if I ever saw one!”
(Teacher walks around the room listening to and grading each pair of
students) “Everybody now, participate! Thank you for your enthusiasm,
Mr. P.” “Okay, take 5!” (T goes to one group with her rank book. One
student throws paper (unseen by the T), students are practicing and are
not loud).
T : “Paul, you want to try this? Do you think you can do this? I think
you can do it. You can’t read it, honey. You need to study these. I’ll
come back. You want me to come back?” (T travels throughout the room
listening to and grading students) “That’s it, Everybody!”
Saphier Analysis: Observation Write-up. Careful planning on
the part of T5 was in evidence throughout this Conversational French
class. At the beginning of class, T5 introduced the verb ETRE. (“Look up
here, please. All notebooks open to a blank page. The second most
important verb in French - ETRE,”) stated as T5 points to the chalkboard
where the verb was in written conjugated form. (“Me suis means I am, tu
es - you are talking to one person, il est which means he is, elle est, I
think you know, nous avons - we are, vous avez talking to two or more
people, ils sont - they are.”) T5 then moved smoothly into cooperative
group work by stating her objective and using a student to demonstrate.
(“With a partner, I want you to practice this verb. A, be my partner for a
second. I say, “I am.” “Me suis.” “M, be my partner for a second.” “You
are.” ‘Tu es.”) Students responded positively to T5’s involvement of
them in activities of repetition and oral drill, each of which is a necessity
in any foreign language classroom.
In the process of doing what seemed to come very naturally to her, T5
consistently involved students, by name, in the activities of the class. (“I
don’t want to leave you out, N. Do you think T5 might give you a quiz
on this tomorrow?” “Sheets on weather and seasons, J. Sheets on
weather and seasons, Everybody.” “First page,T.”) Personal relationship
building and student attention resulted from the teaching techniques T5
utilized. Students could not help but be, at minimum, aware of what
was happening in this class. Any deviation from the task at hand was
intuitively dealt with instantaneously by T5 and student responses were
likewise immediate.
Discipline, when necessary, was handled smoothly and with dignity for
each student. (“If I have to tell you again, I’ll remove you. I don’t want to
hear another word out of you, Miss W.” “Ladies, let’s go. M, go back to
the cover sheet.” “Quiet now. It’s my turn. Stop talking.” “D, do this
after me. No, let me hear you.”) T5 could have reprimanded students in
a way that would have embarrassed them in front of their peers, and
chose not to, leading to a positive student reaction rather than a
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negative one. Any misbehavior, though it may have been repeated by the
same student(s) minutes later, was dealt with and responded to with
dignity.
Overall, this class was in forward motion with constant student
participation and interaction of the teacher with students and the
students with each other. The teaching techniques used by T5 captured
the interest of the students in the class and actively involved them. T5
also demonstrated her ability to develop positive personal relationships
with her students while maintaining their respect even in situations of
discipline or reprimand.
Intellectual and Emotional Climate Analysis. This class was
intellectually stimulating and nonstop. There was a perfect balance
among listening, watching, learning, participating, and practicing on
both observation occasions. Use of a variety of materials (text,
worksheets, and videos) and a combination of individual, teacher led,
and small and large group work set an intellectual tone of anticipation
and enthusiasm. This teacher’s use of a variety of instructional
techniques was noteworthy.
The emotional climate of this class created by T5 was one of caring
for, interest in, and recognition of all students in the room. At no time
during either of the classes observed was T5 anything but enthusiastic/
upbeat, polite, and attentive to the students in the room. Students
were, for the most part, attentive and they participated in a variety of
activities in a range from politely to doing so with reasonably high levels
of interest and enthusiasm.
This was a large group, with two members of the class being two of
the hardest to handle behaviorally disordered students on the team.
Nonetheless, there was an evident mutual respect between teacher and
students, though this mutuality was not consistently mirrored among
the students with occasional put downs or mocking of one another.
138

At

all times, T5 treated each student with dignity: it did not matter whether
the student was completely correct in a response and was being praised,
had made an error and was being corrected and asked to repeat the
correct response, or whether he/she was being disciplined for inattentive
or disruptive behavior. All students were addressed politely and spoken
to as young adults.
There was no favoritism or discrimination of any kind in this
classroom regardless of intellectual ability, gender, or student’s
emotional/behavioral stability. Student input was minimal except in
their class participation. Finally, T5 provided a nurturing and caring
atmosphere for her students and she exhibited patience and firmness in
her disciplinary dealings.

Teacher T6 fwith Team Resource Teacher (TRT)* presentl
* TRT is the special education inclusion teacher
T6’s language arts classes had the same student population of 12
(5 boys and 7 girls) for lessons 1 and 2. Objectives for these lessons were
based on the reading of Roll of Thunder. Hear my Cry. Lesson #l’s
objective was a general discussion of the definition of prejudice and its
application to the novel and small group work as a follow up to this
discussion (I/S). Lesson #2 continued the discussion of prejudice in
greater detail related to the story and the characters (I/A).
(Observation 1). (Teacher is at her desk organizing materials as
the bell rings. There is no interaction between her and the students until
she speaks of the day’s absentees.)
T: “Do we have people absent? Okay, we have. (Teacher closes door; TRT
is at the back of the room) “Okay, your assignment for Thursday was
what, Rob?”
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S: “1 and 2.
T: “ 1 and 2 for Thursday. How many chapters for today?” (a couple of
students verbally respond) “At least half of 1. What other time was
available to read?”
S: “In social studies.”
T: ‘Was it quiet and were people reading? Lucas, where’s your book?”
S: “I don’t have it.”
T: “I don’t have it. In what class are we now?”
S: “I don’t have it. I borrowed it from somebody.”
T: “Lucas, can you throw your gum away? We’ll work in groups for a
short time this morning. We are going to be looking at the experience of
prejudice in this book. What do we mean by prejudice, Megan?”
S: “People who (illegible) and have something against other people.”
T: “Where in other novels have we seen prejudice?” (Students offer
examples)
T: “Both economic and racial?”
TRT: (mutters) “Kids must have read another book.”
T: “Lucas, I don”t want to hear your voice.”
Observation 2. (Teacher near her desk as bell rings similarly to
Observation 1.)
T: “Get ready for a quiz in 15 minutes. Review on board-slave/master
relationship. We will be discussing what are the good parts about being
a slave. Ideas on this? On Cassie?” (Teacher describes questions on
board)
T: “For today you had chapter 8 due, a quiz on 7 and 8. I’ll pass out
white lined paper. You can expect to have a quiz.”
(Students take quiz for 30 minutes)
T: “People who have finished the book, if you wish you may take all the
quizzes. While we do quizzes on other chapters, you can work on
140

I

something else.” (Students are reading silently . Teacher and TRT are
discussing at rear of the room)
Saphier Analysis: Observation Write-up. T6’s language arts class
consisted of 7 girls and 5 boys seated randomly around the room in a
semicircular arrangement of student desks. The objective of the lesson
was the discussion and reading of Roll of Thunder. Hear my Cry.
Effective questioning techniques, combined with clarifying in her
repeating of responses, were used by T6 during this class. As class
began, for example, she said, (“Okay, your assignment for Thursday was
what, Ryan? One and two for Thursday. How many chapters for today?
At least half of one. What other time was available to read? Was it
quiet and were people reading? “) Questioning continued as the class
progressed in a character discussion. (‘Tell me a little about how Amy
and Adam felt when the game started? Was she treated badly by
everybody? Who treated her badly? Remember?”) (Where have we seen
prejudice? Both economic and racial?”)
Also evident in this class was the immediate and smooth handling of
discipline with little to no interruption to the discussion at hand.
(“Labon, I don’t want to hear your voice.” “Excuse me, Latasha, I want
you to be quiet.” “Adam, did you read this book?” “Luke, would you like
to take break in the hall, please?” “Luke, I asked to take a break or sit
where Michelle is.”)
Varied principles of learning were incorporated into this lesson by T6.
The aforementioned questioning of students for understanding and
attentiveness was one technique employed by this teacher. She also
used lecturing in the form of recapping and small group work as part of
this lesson giving the students a variety of instructional techniques to
learn from. Each was also placed well in the lesson keeping the students
aware, alert, and interested in the story and the lesson.
Overall, this class moved at a reasonable academically pace. The unique
situation in this class, however, that skewed its basic positive nature
toward the negative was the interaction between T6 and the team
resource teacher present in the classroom. The particular instances that
served as evidence of this negativism are these: the TRT was seated in
back of the majority of the students with her feet on a desk and during
the discussion of prejudice she commented, (“These kids must have read
another book.”) At the point of the students being broken up into
groups, the TRT said to T6, (“If we have to split Luke up one more time,
he goes out in the hall.”)
In tandem, T6 and the TRT appeared to make
a joint decision when T6 announced to the class, (“We stopped a couple
of minutes early because you were not working. Your assignment for
tomorrow is to read through Chapters 1 and 2. What happens after
Chapter 2?” S: “quiz.”) (“I’m very disappointed because if 10 are doing
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work and the rest aren’t at all, any class activity will be very difficult and
will cause individual paper work. I’ll have to talk to Mrs. G. (the TRT)
later.”)
Intellectual and Emotional Climate Analysis. The intellectual
climate of T6’s classroom seemed to be one where the goal of the lesson,
the instructional technique, and the general teacher/student chemistry
did not quite gel. I got the impression there was a tacit “I don’t want to
be here doing this” from both the teacher and the students. Neither the
teacher nor the students appeared to be on task at the same time which
made it difficult for much to cohesively be accomplished. This was the
only class of the eight observed where I felt an underlying mystery and
tension to the atmosphere and a sense of slight self-conscious response
to my presence on the part of the teacher. This could be because I was
actually the third teacher in the room.
As previously stated, the physical setup of this classroom, a semi¬
circular arrangement of student desks, was different from that of all the
other classrooms. Another difference was the presence of the teacher,
T5, and the White Team TRT. Though the concept of team teaching is
potentially a positive force in any classroom, I did not see this particular
circumstance that way. The tone between teachers was not one of
working together for the benefit of the students but rather was one of
working in tandem against the students. Comments like the
aforementioned “These kids must have read another book” and ”I’ll have
to talk to Mrs. G. (the TRT) later” evidence this remark.
Some students appeared to tune the teachers out, and yet several
others in this small class participated actively and carried the class
forward. The uninvolved students were basically ignored and were the
objects of an occasional sarcastic teacher remark, while those who
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participated were catered to in the sense that they were recognized and
engaged by the teachers - hence, a form of favoritism was visible.

Teacher T7
T7’s Social Studies classes consisted of 17 students (10 girls and 7
boys) for observation # 1 and 20 students (12 girls and 8 boys) for
observation #2. The objective of lesson #1 was to complete student
presentations on the Battles of the East and the Battles of the West to
classmates (A) while the objective of lesson #2 was the review of Data
Pieces A and B on Booker T. Washington in two forms - small group
review and class discussion. In addition, these data pieces on division of
labor and the securing of rights were compared and contrasted with
material from the story, Roll of Thunder. Hear My Crv. being read in
simultaneously in English classes (S/A).
Observation 1. (Teacher wanders in a sauntering fashion into
room 1 minute prior to the bell with seating charts in his hand. He nods
at a pod of students and grins.)
T: ‘That’s my seat!” (answering student’s question) “Your whole group
can.” (Teacher calls roll) “Lori? Where’s Lori today? Absent? Chauntae,
sit over here, please. Jessica, move over behind Chauntae. So, we’re
definitely missing Lori.”
(Teacher closes door, moves things on side shelf, goes over to his desk)
S: “Can I go to the bathroom, please?” T: “Yup.”
(Teacher sits in student desk at the back of the room)
T: “All Battles of the East will begin in two minutes. Who has the maps?
Why don’t you get the maps out?”
S: “How do I put the map up. (T7)?”
T: “There should be some tape up there.”
143

(Teacher is at desk writing/preparing checksheets. Students are relatively
quiet)
T: “Lauren, your topic is Shiloh? all right, East people, it’s time!”
(Student presenters go to the front of the room and form a straight line)
T: “You don’t have it, Chauntae? That’s too bad. I’ll do your part and
you’ll take a zero. Who’s your leader? Wanna shut the door Rob?
Jessica.”
(Student presentation begins)
Observation 2. (At the tone of the bell, students are in the room some standing, others sitting; teacher wanders in, writes on a large Team
calendar on the side wall)
(Teacher discusses class Field Day)
T: “One of the reasons why you want to come to Field Day - if you saw
(T8) at volleyball, nothing compares to Field Day!” all right, if I could
have you look at the calendar for a second.” (Teacher covers academic
topics and events for the upcoming 9 days)
T: “A question has been asked that I can answer. That doesn’t happen
too often!”
T: “Open up to page 366, please. That’s it, Lauren, right on the floor.
Yesterday I asked you to look at data pieces, to divide labor within your
group, to list the ways blacks sought to secure their rights. I’ll give you
five minutes to exchange what you’ve done.”
Saphier Analysis: Observation Write-up. Momentum in this
class was maintained well throughout the lesson. After calling roll, T7
sat at a student desk near the back of the room. (“All the Battles of the
East will begin in two minutes.”) Both students and T7 now prepared for
the presentation. (“All right, East people, it’s time.”) At the conclusion
of the first of two presentations, T7 questioned the presenters, who were
still at the front of the room, and the other members of the class on the
material presented. (“What was the battle cry of the North?” “Who was
overconfident?” “Which side?” “What’s the biggest problem McClellan
had?”.) This pace was consistently maintained from the beginning to the
end of this class. Student responses to T7 throughout this class were of
genuine time on task. Both the students involved in the graded
presentations and those seated and listening were engaged in the lesson
and respectful of and attentive to their peers and their instructor.
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T7 worked towards building personal relationships with students in this
class. Expectations for students were clear and their names were often
directly referenced in questions, statements, and requests. (“Want to
shut the door, J?” “Very good,J.” “Point to Richmond, R.” “. . .some facts
are confused with another battle J.” “Excuse me. Sure, G, make yourself
at home!”) This researcher observed an attentiveness to the task at
hand on the part of the students in this social studies class. When
called upon for their inattentive behavior or for their responsibility for
material, students responded with respect and willingness to learn.
Effective use of principles of learning and teaching techniques were in
evidence throughout this lesson. T7s questioning of students not only
maintained the momentum of the class, but also reinforced the material
and provided T7 with feedback about students’ progress. In this
questioning process, T7 was able to link the past of the Civil War to the
students’ lives. (“Can you imagine bringing picnic baskets to a battle?
Or, you’re about to have a fight in the hallway and you see an apple and
you pick it up and bite it? That’s what happens when the North is
marching South.”) The connection felt by students between the past of
the Civil War and their present circumstances in the hallways of a
middle school were seen by this researcher in their overall response to
and enthusiasm toward the lesson and its application to their lives.
Overall, T7 was successful in maintaining a high level of student interest
and involvement in this lesson. He used effective questioning techniques
to enlist student attention, to keep the lesson moving forward, and to
clarify points. There was evidence of knowledge and enthusiasm for the
subject being taught, as the lesson was presented in a positive,
moderately-paced manner. Students responded well to their peers, their
efforts to present and achieve, and to the questioning reinforcement of
T7.
Intellectual and Emotional Climate Analysis. Intellectually and
emotionally speaking, this class was dynamic, forward moving, and full
of the soaking up and in of topics. It was clearly taught by a teacher
who not only had an excellent knowledge base in his curricular area, but
who had an obvious love for it as well. This, combined with his attitude
that teaching is a vocation rather than a job, made this room come alive.
Students were enthusiastic, particularly on their presentation day, and
appeared to enjoy coming to and being in this class.
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The cohesion in this class and the subsequent vibrancy were due
to the teacher’s ability to apply yesterday’s American history to the
present-day, young lives of the students in the room and to make it
relevant to them. I would, however, say that the positive atmosphere in
this classroom flowed primarily from the interaction of the teacher and
the students with the subject matter rather than with each other. On
this note, T7’s sense of humor was such that some of the students found
his remarks very funny, others found them a bit funny, and others rolled
their eyes as if to say ’’that wasn't even close to funny - it was sarcastic.”
The chemistry among the students in this class was notably positive as
was their overall respect for their teacher and learning.
Student input in this class was attributable to their general
interest in the subject matter, social studies, and in their answering of
questions rather than in their suggestions to the teacher in the
curricular direction of the class (which they responded to matter-of-factly
and unconditionally). This class epitomized how learning can be
stimulating, participatory, and fun in both an intellectual and an
emotional sense.

Teacher T8
Science classes under T8’s direction saw the same student
population in the room on both observation days: 17 students toted
consisting of 7 boys and 10 girls. The objective of lesson #1 was the final
preparation of student folders of ten days work and the taking of a test
on plants without seeds (I/S). I do not know what the objective of
lesson #2 would have been prior to the 30 minute interruption from a
visitor and I did not ask the teacher as it seemed irrelevant after the fact.

146

Observation 1. (Teacher in doorway as students are entering
looking at papers in his hand. Students pass in front of him as they
enter.)
T: “Your folders are due today, Guys, [sic] Nice tiy. Make sure your
papers are stapled together in folders.” (Teacher is handing folders out)
“Excuse me, I’m talking. In your folders, finish your cover sheet. Three
possible sections. I hope you choose the challenging one - that’s the
easiest.”
(Students thumbing through work and chattering)
T: “I need quiet, Guys. Multiple choice is next. Two taking it. Circle the
correct answer. All papers put away now. Essay question. Let’s get
going - five more people to get essays.” (Teacher explaining essay) ‘Take
your time.” (Walks around helping individual students) “Stay in the same
seats.” (Teacher walks around, smiling, and answering questions aloud)
“Read carefully.” (Teacher picks up papers as he walks around)
(Meanwhile, gym class outside is loud; yelling, clapping, and whistling)
T: (pointing to the board) “Your assignment is Chapter 6 journal entry
Section 6.1 - read, vocabulary, review.” (regarding test students are still
in process of taking) “Just take your time and remember on a multiple
choice test to go over your list of answers if you’re not sure. It’s
happened twice today already.”
(Teacher sits down at front student desk and begins to correct papers in
folders)
Observation 2. (Teacher talking to a man at the front of the room
when the bell rings. Students are all over the room, talking and passing
twizzlers around. Eight minutes later, teacher leaves with ‘stranger’ returns 6 minutes later. There is no teacher/student interaction.)
T: “ I’m glad you were doing what you should be. It makes me feel real
good, Guys. That man was from Sharon looking over our science
program. I appreciate it.” (Teacher leaves again, students are all at their
tables, teacher comes back two minutes later with ‘the man from
Sharon.’ They continue talking at the front of the room for another 16
minutes. In the meantime, some students were working on their
packets)
T: “Sorry, Kids, for taking up so much of your time. Now listen, before we
forget, we’ll get into - I’m not gonna talk over you, Kids. Tomorrow, your
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assignments are due. If you’re not near completion of all 15, there’s no
need to do #3. They’re due by when you come in. You need a cover page.
Excuse me, part of the problem is I have to repeat myself so often. You
keep talking. I’m having a nightmare going through those ones.”
Saphier Analysis: Observation Write-up. This science class
consisted of 10 girls and 7 boys seated in random order at 2 rows of three
science tables end to end. The objective of this lesson was a test on
plants and the final preparation of student folders to be turned in.
Expectations were stated clearly throughout this lesson. As he entered
the room, T8 said, (“Your folders are due today, Guys [sic]. Make sure
your papers are stapled together in folders.”) Commenting on the test
students were about to take, (‘Take your time.” “Stay in the same seats.”
and “Read carefully.” were among his words.) During the test as
students began to finish, T8 encouraged them in the following ways.
(“Just take your time. . . . “ “Check your work.” “You sure you’re done?”
“Whatever you do, please check your work before you turn it in.”) As the
bell rang, T8 finished class with this remark of expectation. (“All right,
Guys, see ya. Make sure I have your folders whether they’re full or
empty.” This teacher also had the day’s plans written on the chalkboard
at the side of the room for the students to see. (Test on Plants without
seeds - Chapter 5 and collect 10 days’ worth of assignments (labs,
activities, classwork, homework). In regard to the test itself, T8’s
expectations were such that the students could choose the type of test
they preferred to take, that is, essay or multiple choice. This was an
effective technique in assessment, as the students responded without
grimace or trepidation to the taking of this examination.
The building of personal relationships was obvious in this classroom as
students began to turn their tests into T8, who was seated at the front of
the room in a student desk, and he began to correct the tests he had
received. (“There are still people working, please be quiet. Not too bad,
Josh, huh?” “Ryan, great job!” “Dave, please, there are still people
working.” “Good job, Jim.” “Ben, a couple more minutes.” “Ben! Heah!
Okay, not bad, Kid. You did all right!”) Further thought into this
relationship building, however, proved disconcerting. Each of the direct
references to students by name was to a male student. At no time, with
the exception of the statement below (“DJ, please do some work.”), was
there any verbal interaction with a female student by name. In fact, the
only other comment during this class period to a female was to Kellie,
who had just had her test corrected - (“What did I tell you? If you have
the answer, don’t change it.”)
Teacher T8 took effective and polite measures to get and hold the
students’ attention. (“Excuse me, I’m talking.”) (“I need quiet, Guys.’)
(“Let’s get going!”) (“DJ, please do some work.”) (“I need your stuff for
your folders. We’re gonna run out of time.”) As there were no serious
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( Lets get going! ) ( DJ, please do some work.”) (“I need your stuff for
your folders. We’re gonna run out of time.”) As there were no serious
disciplinary problems in this class to speak of, no harsh tones or
disrespectful language were used or heard.
Overall, this class was pleasant and academically on task. Both the
folder preparation, test taking, and folder completion were handled
smoothly by T8 and accepted well by the students. Until very late in the
period, it appeared that the teacher and his students were enjoying the
class both academically and socially. By the end of the period, however,
there appeared to be some definite gender prejudice in favor of the male
population of the class. The inappropriate use of the term “guys” to
address the entire class added further to this premise. The females in
the class were quiet and passive and they worked independently while
there was a clear camaraderie and assertiveness among the boys and the
teacher.
Intellectual and Emotional Climate Analysis. The intellectual
climate of this room is more difficult to pinpoint than that of other
classrooms because of testing on day 1 and a visitor on day 2.
Nonetheless, what was observed was students being held accountable in
an organized and neat way for ten days worth of work in their folder
preparation on the first day of observing in this classroom. As Teacher
T8 was not seen in the act of teaching, not much more can be said of the
intellectual climate in this room.
By all appearances, this class’ emotional climate was a happy,
seemingly well-adjusted one. Students were “independently dependent,”
if you will, and could certainly be considered respectful as was evidenced
in their mature and responsible response to T8’s absence from the room
on the second visitation day.
As an outside observer, I noted the overall contentedness of the
students and the teacher. The atmosphere seemed light-hearted and
enjoyable. Nonetheless, what became more conspicuous to me during
the second observation was an issue of discriminating interaction based
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on student gender that caused some distress for several female students.
Not only did T8 talk to boys more than girls, further observation lead me
to see the nature of the discussions: the male interactions were by
student name, pleasant, joking, positive, and encouraging, while the
female interactions were more curt, cool, and punitive in nature and
none was referred to by name. Though I had not thought of it in
negative terms initially, T8’s use of the word “guys” to address the entire
class further indicates this gender discrimination. Based on this
observation, the levels of respect for and trust in the boys in this
classroom were considerably higher and more evident than they were for
the girls who appeared annoyed and put off by the teacher/male
interactions.
Intellectual and Emotional Climates Summary
The intellectual climates and the emotional climates created by the
teachers in this study varied considerably. Using a continuum of terms
from “stimulating” to “rote” to describe the intellectual atmosphere of
these classrooms, I found that one class was intellectually stimulating
(T7), one was somewhat stimulating (T5), four were some variation of
rote(T2, T3, T4, and T6), and two would have to be described as
intellectually confusing (Tl, T8). Viewing the emotional climates of these
eight classrooms in terms of comfort levels for most students, one class
seemed very comfortable (T7), one was comfortable (T8), three were
somewhat comfortable (T2,T5, T6), two were somewhat uncomfortable
(Tl, T4), and one was very uncomfortable (T3).
Observing eight teachers on two different occasions by sitting
amongst the students and taking field notes brought to light interesting
issues related to classroom climate. The very first thing I noted as I sat
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ready to script was that none of the teachers greeted their students: not
a single teacher walked into class and said, “Good morning, class,” or
“Hi, Kids!” or “How’s everybody today?” Each began in a more formal,
authoritative manner or in a simply matter-of-fact way. Only T2 was
smiling as she entered the room from corridor duty, and only for one
observation. Though this may have been due to a collegial conversation
in the hallway, she nonetheless was smiling as she entered and she
acknowledged the students with that smile. Otherwise, teachers’
expressions were uniformly sullen and disconnected from the students,
rather business-like. Teacher smiles, and to some degree student smiles,
were at a premium on the four days of observations.
As earlier research tells us, students respond well academically
when expectations and goals are clear and high (Brophy, 1992, Good &
Brophy, 1986, Goodlad, 1984, Lumsden, 1994, Porter & Brophy, 1987).
Beginning class by stating the plan for the day’s lesson appears to help
the students better prepare for their part of the lesson - learning. T7 was
the only teacher who plainly articulated the direction of class in the
beginning minutes and carried through with an obvious momentum. As
an example of this momentum, T7’s class on the first observation day
clearly knew they were in the process of presenting Civil War projects to
their classmates. The teacher did not have to say anything at the
beginning of class about the day’s objective as student presenters were
eagerly setting up their work and finalizing their group plan. T4’s classes
were similar in the sense that students seemed to know exactly what was
going to happen once class began: they would enter, correct their work
individually using the teacher’s answers on the overhead, read about a
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new concept, do some examples, ask any questions they may have had,
get their assignment for the next day, and the cycle would continue.
The difference between T7 and T4’s classes, however, was the
enthusiasm and sense of anticipation apparent in T7’s class; instead of
which, compliance appeared to be the norm in T4’s class. This particular
class (T4) on both occasions seemed rote and “like the same old thing”
was taking place again, as if both teacher and students had come to
expect a routine approach to the lesson regardless of topic, day, unit, or
general tone of the group. I experienced no attempts to bring the subject
matter alive or to bring any relevance to it for the students.
Other teachers simply started the lesson leaving me to decide or
decipher whether students were so accustomed to their teacher that they
automatically knew what was coming, or whether they were guessing as I
was. In my estimation, students knew, without doubt, in T2’s and T6’s
classes where they were headed out of habit and sameness, as the
students in T4’s class did. In these two language arts classes students
had a similar sense of understanding of the lesson plan rather than their
being informed by their teachers. As each of the classes was working on
the same novel, Roll of Thunder. Hear My Cry, a comparative lesson of
reading and discussion prevailed on each of the two observation days in
both classes. Day Two of each observation found the class doing the
same thing as the first day, just several chapters further into the book.
In Tl’s, T5’s, and T8’s classes, students had an idea of the
academic content and were intuitive and tuned-in enough to follow the
teacher’s lead, though I found myself particularly confused by T1 and T8
as they spoke. For each of these confusing teachers, one of their
observations involved outsiders: one directly related to classwork (Tl)
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and the other (T8) a stranger having nothing whatsoever to do with the
academic direction of the particular lesson.
In T3’s class, it appeared from their compliant behaviors and
minimal interaction with the teacher, that the students may have had
some idea of what the lesson would be about from minimal teacher
comments, but they certainly appeared to know that any deviant
behaviors would be met with sarcastic humor, insults, or ridicule. It
would seem that their wisdom prevailed in their behavior.
Analysis of the Classroom Climate Survey (CCS)
This next section presents an analysis of the data gathered from
the Classroom Climate Survey (Appendix C) administered on one day
near the end of the school year to each of the teachers observed and their
students. As discussed in Chapter Three, I chose to give a brief overview
of the survey personally to the teacher and students in all classes and to
explain the instructions to them rather than having each teacher present
the explanation. In so doing, I was reasonably certain that all received
the same introduction about the survey’s purpose and directions.
The survey, an adaptation of Part A, General Climate Factors, of
the CFK, Ltd. School Climate Profile (Howard, et. al., 1987, pp.55-59),
consisted of eight sections (respect, trust, high morale, opportunity for
input, continuous academic and social growth, cohesiveness, class
renewal,, and caring), each containing 5 statements to be rated on a
Likert-type scale of 1-(almost never), 2-(occasionally), 3- (frequently), or
4-(almost always) by the teacher and the students. The minimum
possible score per section was 5 (indicating the poorest, or most negative,
rating) and the maximum was 20 (the highest and most positive rating).
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Using the mean of 12.5 from the above scale, the results of this
Classroom Climate Survey indicated overall moderately positive climate
ratings by both the teachers and the students involved in this study.
The teachers particularly viewed the climates of their classrooms as very
positive with an average rating of approximately 18 out of 20. The
students, also on the positive side of neutral, rated climate with an
average of 14 out of 20.
One of the primary reasons this survey was chosen over others was
its utilization of two rating categories: what is and what should be for
each classroom. Combined, these two categories provide a powerful
representation of classroom climate as it is perceived to be actually and
as it is perceived to be in its ideal form by those who have experienced it
in these eight classrooms for almost an entire school year. A second
reason for choosing this particular survey was its succinct yet thorough
nature: the five statements in each category cover the topics in question
well without being too lengthy (the survey takes approximately 20
minutes to complete). This was of importance to me as the survey was to
be administered near the end of the school year when year-end tasks and
loose ends proliferate and attention spans of teachers and students
shorten as the summer break approaches.
Bearing in mind that this survey assesses classroom climate from
two compelling angles, what the climate actually is and what it ideally
should be as perceived by the teacher and students in each classroom,
data gathered from the survey are presented as follows: (a) student survey
results about their actual and ideal classroom climates, (b) teacher
survey results, (c) overall survey means for teachers and students, and (d)
a summary and comparison of results to complete this section.
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Student Perceptions of Classroom Climate by Individual Teacher
As previously revealed, the overall student rating of classroom
climate was perceived as more positive than negative with only two of the
eight teachers’ classrooms being rated below the 12.5 mean. The data
listed in Table 2 below show that the actual climate in Teacher T7 is the
highest and Teacher T3’s the lowest as perceived by the students
participating in this study. The highest positive ideal climate was in Tl’s
class and lowest or least positive in T5’s. Also indicated is the difference
between the actual and ideal climates - the greatest difference seen in
T3’s classroom and the smallest difference in the classroom which most
closely approaches the ideal, T7’s.
Table 2.

Student Climate Perception Scores by Individual Teacher
rank order
differences

actual

ideal

difference
between actual
and ideal

T1

14.99 (3)

19.25

4.26

4

T2

11.01 (7)

17.96

6.95

2

T3

10.80 (8)

18.59

7.79

1

T4

14.49 (4)

18.49

4.00

6

T5

12.50 (6)

16.66

4.16

5

T6

13.33 (5)

17.95

4.62

3

T7

15.70 (1)

18.95

3.25

8

T8

15.33 (2)

19.06

3.73

7

13.517
AVG
across
all teachers

4.845

18.364

Figure 2 below graphically illustrates the means of student
perceptions of actual and ideal classroom climate ranging from the
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minimum possible score of 5 to the maximum score of 20 in individual
teachers’ classrooms based on the Likert-like scale of choices.

T1

T2

T3

T4

T5

T6

T7

T8

TEACHERS

Figure 2. Student Means by Class for Actual and Ideal
Climate Perceptions
Examination of Figure 2 indicates that students believe that
classroom climate is not as positive as it could be in any of these
classes. Each of the figures in the ideal column is higher than the
comparable figure in the actual column: the highest actual figure is the
15.7 given to T7 while the lowest figure is 10.8 given to T3. Ideally,
students rank Tl’s class at 19.25 as potentially the most positive class.
The actual climate in Teacher T7’s room is closer to what students
believe that climate ought to be than it is in any other classroom. At the
opposite extreme is the 7.79 point difference between the actual and the
ideal in Teacher T3’s classroom. These student CCS results support
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what I experienced in the classroom observations in particular with
Teachers 3 and 7.
In all cases, the pattern suggests that students believe the existing
climate of their classrooms is less than their perceived ideal. More
detailed analysis of student perceptions of the individual constructs
within the Climate Survey follows.
Student Perceptions of Classroom Climate by Individual Construct
By a considerable margin in comparison to the others, the
construct which students considered most positively in evidence in their
classes is respect, (see Table 3) At this point, the rest of the scores
bunch together in a range from 13.52 for class renewal to continuous
academic and social growth, 12.84. The latter construct was reported
by students to be the least positive facet of classroom climate in their
grade eight classrooms.
Table 3.

Student Means Rank Ordered by Construct Within the
Classroom Climate Survey

respect
renewal
trust
caring
cohesiveness
morale
input
growth

actual

ideal

15.50
13.52
13.44
13.36
13.35
13.15
13.05
12.84

18.79
18.43
18.54
18.51
18.20
18.36
18.45
17.64

difference
3.29
4.91
5.10
5.15
4.85
5.21
5.40
4.80

Exploring what students consider to be the ideal construct ranking
in overall climate, respect surfaces once again, with a rating of 18.79, as
the aspect of classroom climate that students consider ought to be most
positive and evident in their classrooms. The least important construct
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to students in the ideal classroom is continuous academic and social
growth, which they also perceived as least important when rating their
actual classroom climates. Figure 3 below visually represents the
differences in student perceptions between their actual and ideal
classroom climates and shows a clear discrepancy between what students
experience in their classrooms and what they wish they could experience
as ideal classroom climate.
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CONSTRUCTS

Figure 3. Student Means for Actual and Ideal Classroom Climates
by Individual Constructs Within the Classroom Climate
Survey
Teacher Perceptions of Classroom Climate bv Class
As noted previously, teachers also completed the same survey their
students did, with the exception of Teacher T4 who had gone on medical
leave of absence two days prior to the completion of the survey.
Examination of what each teacher perceived the actual climate of their
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classroom to be and what they thought the ideal climate should be are
shown and discussed below. The overall teachers’ ratings indicate they
believe a very positive climate exists in their classrooms, though they do
not reach their perceived ideal level of positiveness.
Table 4 shows that Teacher T5 believed the climate in her room to
be the most positive (19.38) with Teacher T1 only slightly behind at
19.29. Teacher T3 believed the climate in his classroom was the least
positive (13.75). In the ideal four of the seven teachers believed that
classroom climate in their rooms should be a perfect 20 with the other
three teachers only slightly different.
Table 4. Teacher Climate Perception Scores
actual

ideal

difference

T1
T2
T3
T4
T5
T6
T7
T8

19.29 (2)
13.75 (7)
16.63 (6)
NA
19.38 (1)
18.00 (4)
18.13 (3)
17.45 (5)

19.71
20.00
18.75
NA
20.00
18.25
20.00
20.00

0.42
6.25
2.12
NA
0.62
0.25
1.87
2.55

AVG

17.52

19.53

2.01

ranking of
differences
6
1
3
NA
5
7
4
2

Also shown in Table 4 are the differences between the actual and
the ideal classroom climates as perceived by the teachers in this study.
The difference column reveals a marked variance in perception from T2’s
6.25 difference to T6’s 0.25. Teacher 2 clearly believes the climate in her
classroom is far less positive than it should be, while Teacher 6 believes
her classroom climate is extremely close to her vision of ideal
positiveness. Figure 3 below graphically illustrates the teachers mean
perceptions of actual and ideal classroom climate in their classrooms.
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Generally speaking, the teachers’ actuals and ideals are much closer
together than the students’.

T1

T2

T3

T4

T5

T6

T7

T8

TEACHERS

Figure 4. Teacher Means by Class for Actual and Ideal Climate
Perceptions

Teacher Perceptions of Classroom Climate bv Construct
Breaking down the survey results into individual constructs allows
a closer inspection of the degree to which the teachers’ considered those
particular dimensions of classroom climate to be present in their actual
and ideal perceptions on the same scale of 5 to 20.
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Table 5. Teacher Means Rank Ordered by Construct Within the
Classroom Climate Survey

caring
respect
morale
renewal
trust
cohesiveness
input
growth

actual

ideal

difference

18.43
18.29
17.71
17.71
17.33
17.29
16.71
16.14

19.71
19.57
20.00
20.00
19.33
19.14
18.43
18.86

1.28
1.28
2.29
2.29
2.00
1.88
1.72
2.72

Teachers rated caring (18.43) as the most positive actual construct
in their classroom climate responses with respect only slightly in second
place (18.29).

In close proximity to caring and respect, in descending

positive order, are morale and class renewal (17.71), trust (17.33),
cohesiveness (17.29), opportunity for input (16.71), and, finally, the
least positive construct in the eyes of the teachers, continuous
academic and social growth.
The slight variations among these constructs indicates that
teachers consider all of them important to positive classroom climate
and present in their classrooms. Examining the ideal teachers’ means,
two constructs, morale and renewal, were scored at a perfect 20 out of
20. This indicates that the seven teachers who completed the survey
believed that the morale of the classroom, evidenced in their rating of
such statements as, ‘This class makes students enthusiastic about
learning” and “The teacher feels pride in this class and in it students”
and the need for renewal, with such statements as “When a problem
comes up, this teacher has a procedure for working with it,” “This
teacher encourages students to challenge their subject rather than
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simply accept it,” and “Careful effort is made when new topics are
introduced, to adapt them to the particular needs of all students” are
equal and paramount factors in a positive classroom climate. Among the
eight constructs, teachers considered student input least important as it
relates to classroom climate. This rating was not surprising as at no
time during the classroom observations was the students’ input solicited
by any of the teachers. A minimal contrast and high overall ratings are
seen between teachers’ actual and ideal scores in the graph
representation below in Figure 5.

^ actual
H ideal

respect trust morale input growth cohes renewal caring
CONSTRUCTS

Figure 5. Teacher Means for Actual and Ideal Classroom Climates by
Individual Construct Within the Classroom Climate
Survey
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Comparison of Teacher and Student Climate Perceptions
The averages of the students’ and teachers’ ratings of classroom
climate are illustrated graphically below (see Figure 6). The overall
student rating of actual climate in these 8 eighth grade classes was a
13.53 with a comparative teacher actual climate score of 17.452. The
teachers in this study believed the climate of their classrooms actually to
be considerably more positive than the students’ perception as indicated
by the 4 point difference in their ratings.

In contrast, the ideal

classroom climate was seen similarly by the students and the teachers
with only a 1 point difference in their perceptions.

students
teachers
STUDENTS vs. TEACHERS

Figure 6.

Comparison of Overall Student and Teacher Actual and
Ideal Means on the Classroom Climate Survey
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Examining the differences between actual and ideal climate ratings
shows the students view actual climate as nearly 5 points below what it
would be in the ideal and the teachers saw the actual and the ideal with
only a 2 point difference. Neither the students nor the teachers,
however, believed the climates in the eighth grade classrooms of this
study were as positive as they could be with only a small margin
separating their ratings.
Analysis of Year End Grades
Analysis of the quantitative data obtained in this study continues
with the presentation and analysis of year end grades with a subsequent
breakdown by letter grade and by teacher. These student grades were
determined by the teachers averaging each student’s four quarter grades
in their subject. In the chart below, the range of grades in their whole
letter form (A,B,C,D, and F) are distributed for individual teachers.
Table 6. Distribution of Letter Grades Earned by Students
in Each Teacher’s Class

As

Bs

Cs

Ds

Fs

TOTAL
Students
per class

T1
T2
T3
T4
T5
T6
T7
T8

12
9
0
0
1
4
10
13

8
8
4
6
9
2
4
7

2
6
5
5
6
5
6
0

2
0
1
12
2
3
0
0

0
0
5
0
4
3
0
0

24
23
15
23
22
17
20
20

Totals

49

48

35

20

12

164

% TOTAL
of grades

30

21

13

7

29

164

100%

As evidenced in Table 6 above, 59% of all year end grades given
(N=164) were As or Bs and 42% were Cs, Ds, and Fs. Of that 42% of the
Cs, Ds, and Fs, half of those grades were in the D/F range. Considering
a C an average grade, 81% of the grades given were average to above
average.
Examining individual letter grades, highs for the number of As
given were 13 and 12 reported by T8 and T1 respectively, and lows were
no As given by T3 and T4. The Bs and Cs reported by all teachers show
inconsequential differences, while assessing the number of Ds shows
that three teachers (T2, T7, and T8) gave no Ds and T4 gave 12,
accounting for 60% of all those reported. Five teachers reported no
failing grades and the remaining three reported 5,4, and 3 respectively.
Conversion of Grades
For usefulness in this study, the number of year end grades given
was numerically converted for the purpose of obtaining a grading mean
per teacher. Each number of grades listed above was thereby multiplied
using the following formula: #As x 5, #Bs x 4, #Cs x 3, #Ds x 2, and
#F x 1. As seen below in Table 7 and Figure 7, these conversions created
the grading mean per teacher to represent the highest to lowest
distribution of grades given by the teachers in this study. The grading
scores for these eighth grade teachers range from a high of 20.4 to a low
of 7.6 as illustrated visually in Figure 6. Four teachers scores fall above
the mean of 14.85, Teachers 1,2,7, and 8, and four teachers, T3, T4, T5,
and T6, fall below that mean.
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Table 7. Converted Teacher Grade Calculations
As x 5

Bs x 4

Cs x 3

Ds x 2

Fs x 1

MEANS

T1

60

32

6

4

0

20.4

T2

45

32

18

0

0

19.0

T3

0

16

15

2

5

7.6

T4

0

24

15

24

0

12.6

T5

5

36

18

4

4

13.4

T6

20

8

15

6

3

10.4

T7

50

16

18

0

0

16.8

T8

65

28

0

0

0

18.6

AVG

30.6

24

13.1

5

1.5

14.85

Figure 7. Converted Teacher Grading Scores in Descending Order
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Grading Summary
In five of the eight classes in this study, no students failed and
those who did fail (N=12) represent only 7.3% of the total. In three of
the eight classes, no students reportedly received a D for the year. In two
classes, no students’ work merited an A for the year.
Putting the grading percentages into another perspective, that of
the once commonly employed bell curve, based on the 164 total grades
reported, the breakdown could look like this: As and Fs (6 each), Bs and
Ds (13 each), and, the largest category, the number of Cs given,would be
126. This was clearly not the case in this study as nearly 60% of the
grades given were As or Bs; these grades were reported almost exclusively
by four of the eight teachers, Tl, T2, T7, and T8.
The final data for this study came from the 24 student and seven
teacher qualitative interviews. Each interview lasted approximately 20
minutes with both students and teachers responding to standardized
open-ended questions (see Appendices A and B). In addition, all
students and teachers were given the opportunity at the close of each
interview to make any additions they wished to what had been said, to
clarify any comments or statements they might have made, and/or to ask
any questions they may have had regarding this study or the topics
discussed.
The interview data were intended to add a different qualitative
dimension to the classroom observation data by giving participants an
opportunity to voice their perceptions of classroom climate factors in the
interview setting. As noted earlier, T4 did not participate in this phase of
data collection as he was on medical leave. Five of the seven teacher
interviews were conducted in my room and the remaining two took place
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next door to my room in Tl’s mathematics classroom. Each of the
students was also interviewed in my classroom on the eighth grade wing
after the close of the formal school day. All interviewees, both teachers
and students, had written copies of the interview questions in front of
them during the proceedings.
As had been experienced in the pilot teacher and student
interviews, the formal interviewing process found the teachers somewhat
hesitant, wary, and seemingly self-conscious. I would suggest that,
though they are used to standing in front of a group of students and
teaching, they are not used to speaking about themselves and their
classrooms so directly to a colleague. The students, on the other hand,
were enthusiastic and anxious to respond and vent their thoughts.
Teacher Interviews
These taperecorded interviews took place during the last days of
the academic year. Many of the more tedious end-of-year chores had
been tended to and anticipation of summer was evident. Though timid
and/or self-conscious to varying degrees, all seven teachers seemed to
find the idea of this interview intriguing and they welcomed the time out
and opportunity to sit and chat - - something that we, as colleagues, had
actually taken little time to do. As we sat face-to-face, each teacher was
given a moment to pre-read the interview questions and each had the
questions in front of them for reference purposes during the interview.
After reiterating the confidential nature of the data gathered, we began.
Question 1

The first question posed to each of the teachers in

the interview process was similar to that which the students were asked
regarding what makes a classroom pleasant/unpleasant, comfortable/
uncomfortable. Specifically in terms of classroom climate, teachers were
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asked to describe what makes each of their classes pleasant and
comfortable or unpleasant and uncomfortable. The teachers made
general references to all classes and perhaps to what previous experience
had taught them. Several of the teachers made specific references to the
class which I had observed. The teachers were more reticent responding
to the negative climate portion of Question 1 than they were discussing
positive climate characteristics.
The following responses are representative of what the teachers
described as making their classrooms’ climate positive, pleasant, or
comfortable (boldface added for emphasis). Touched upon in the various
answers were both teacher beliefs about their role in climate and the role
of their students.
“I think in general the thing that make classes comfortable is their
respect for one another and respect for the teacher and I also think it’s
important that the teachers be respectful of the students.” (T2)
“I think it’s respect the teacher must establish with each class, that they
are going to respect them.” (Tl)
“I believe in having so much work for the students to do that they have
to decide what is important or is not, and if you never necessarily finish,
this may sound crazy, you never finish everything but if there’s enough
work within a classroom it reduces the chance for students to misbehave
and cause behavior problems.” (Tl)
“I think academically if you have high expectations for the students and
you show the students that they can reach that level, or the levels that
you set for them, I think it makes the class much more pleasant.” (T6)
“Having fun yourself and watching the students have fun.” (T7)
“In one of my other classes the kids are very academically selfmotivated, they have a great sense of humor, they’re respectful of
everyone and toward everyone. Someone could come in look different
and act different, intellectual ability, and they would accept that person
as well as someone who is very talented and they have shown that.” (T8)
“I think you have to keep it light, you know what I mean? Don’t let the
kids get too serious about anything.” (T7)
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“It’s important to be bubbly and active. I like to get them laughing - a
good sense of humor is important. Oh, and discussion should be
spontaneous. Focused,intensity, words of that type.” (T5)
“It is near the end of the year and I wanted to get some clerical work
done, but I had given them (the students) some “busy work” to do. They
took it as a challenge, they did not want to get the clerical work done,
they didn’t care about collecting their books, they wanted to solve the
problems first and they actually told me that I should ignore them, let
them work, I do what I have to do, but they wanted to finish the work. I
felt really good about that. Just watching them interact completely
without me says that class was very successful in becoming
independent thinkers, becoming independent workers, and I believe
that they have achieved a, um, level, of, um, what should I say, selfawareness of what is necessary to learn, and learning was the important
thing, not whether they get a grade or not.” (Tl)
“I think between respect and motivation, those are our keys to
improving the educational process for all students.” (T6)
“When students come to class prepared with pens and notebooks, and
they are eager to learn, that makes a class pleasant.” (T3)

In response to what makes a classroom climate negative,
unpleasant, or uncomfortable, the following responses typify those which
were recorded.
“ ... if they (the students) come in with so many other agendas that
education is not the primary concern, it does make it sometimes
difficult to work with them. It becomes frustrating when you’re trying
to motivate them and they don’t want to be motivated.” (T5)
“ . . . take the class that you observed, there are several students in
there who are seeing counselors, like psychiatrists, I mean really heavy
duty, and maybe even on medication, and, I mean, runs the gambit in
the class, people who are mentally sick, quite sick, to people are who
have real “normal,” whatever that is, normal family lives, supportive
parents as opposed to not having supportive parents.” (T2)
“Some kids don’t belong here, don’t belong in public schools. They don’t
want to learn, they want to try our patience and misbehave. (T3)
“Not much if you don’t let stuff bother you.” (T7)
“It’s uncomfortable when we re told we’re going to teach something that
we’re not prepared to teach. I find it hard to teach that way. (Tl)
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“I think in a couple of the other classes that I have, I think I’m
comfortable or I’m pleasant because of the grouping, the way the
groupings are done. For example, taking the low end academically from
one team or one division and the low end of another division and putting
them together and you have not just people who are . . . they’re not
remedial students, there are a lot of behavioral problems just that they
bring with them and they feed off each other and they’re not really that
interested in the subject matter.” (T2)
“Dittos and textbook work - kids don’t like to do textbook work; they
think it’s boring. I think sometimes you do your subject area based on
curriculum and you get caught up in what you have to do as opposed to
what you’d like to do in addition to what you have to do and that’s not
good for me or the students.” (T2)
“When you’re trying to doing something for their own good, to teach
them something, and they don’t appreciate it, that makes climate
unpleasant.” (T6)
“That’s harder than the other question simply because I’m hoping that,
in general, I don’t have classrooms who have a negative and, um, it
seems all my focus is on all the areas that are necessary to prevent
that so (chuckle) so I don’t know what it is that prevents these I’d rather decline to answer that. That is really hard.” (Tl)
“I don’t like it when students whine and say they have too much work.”
(T3)
“Sometimes I have too much to do and I don’t feel I am as prepared as I
should be.” (T8)
Question 2

This question asked teachers to describe their

behaviors as a teacher. Three teachers responded to this question
without hesitation or reservation (T2, T5, T7), two seemed to need to
think about the question before responding but did so willingly (Tl, T8),
one appeared to take the question as an affront of some sort (T6), and
one seemed somewhat disinterested (T3). Focusing on themselves and
their behaviors seemed to be difficult for most teachers.
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“I am always busy and always doing something to keep the kids minds
occupied. I have lots of worksheets and videos. If I don’t keep going like
that, they won’t pay attention and they’ll tune out. Not good, not good!”
(T5)
“If I were watching myself, I would find myself complimenting students
whenever I could and even in a situation where they, perhaps, had to be
removed from the class for behavior, that I would try and be very calm
and polite when they were being removed. I think courtesy, I’d see alot
of courtesy.” (T2)
“I have to bring the subject alive for the kiddos, so sometimes I have to
act a little crazy - like if I’m impersonating an historical figure. I also
think humor is very important in the classroom.” (T7)
“I am well prepared for each lesson and I like what I teach. That’s
how I teach.” (T6)
“I do what I have to do to get through the curriculum by June.” (T3)
“I see myself as, um, if I step back and look, um, again, um, I visualize
somebody who is willing to listen to students, listen to their answers. I
think one of the biggest drawbacks to teaching mathematics is the
students have, um, preconceived ideas that an answer is the important
thing and the way to the solution is not so important. They’ve been
trained in public education to believe if I get the answer than they move
on and I believe what I try to do is show them that problem solving and
looking for the answer is what’s really important. How they get there
should be left up to them to some extent where we have to guide and
direct them. So I give them every opportunity to work through the
problem. I try to give them time to work on problems. I try to present
problems that are challenging, problems that are unusual, problems
that are of interest, and then give them, actually give them, the time
they need to solve them and each year at the end of the year there are
many problems left unsolved because of this but, um, we also have fun
doing some of those exciting problems and when individual students grab
on to problems that interest them, then they’re more willing to try to
solve them.” (Tl)
“I like to talk to the kids - talk about things they like. Some of them
work for me on the outside, so we have a good relationship. We do our
work and I follow the text and the curriculum and we talk.” (T8)
“I like to get the students to be interested in what we’re doing in class.
I love this job so I hope I behave that way every day.” (T5)
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Questions 3 & 4 These questions asked teachers if they believe
their behaviors affect (#3) students and (#4) students’ achievement.
Each was followed by how? and if not, why not? Teacher answers to
both questions were intertwined as they seemed to combine the two
questions (having read ahead) and to draw their own connections
between the two. The comfort level of the teachers as interviewees
seemed to have become higher by this point in the interviews, since none
appeared now to respond with reservation, but the anxiety level rose as
interview questions 2, 3, & 4 pointed directly at their actions and
behaviors as teachers and human beings.
“I think those students who are in school to learn and who care about
their grades are affected by any teacher’s behavior every day.” (T3)
“I keep the kids so active, they always are doing something, they talk,
they listen, they know I give them lots of chances to do good [sic]. I
think they know I want them to do good.” (T5)
“Sometimes if I’m not a particularly happy camper, I might yell if a kid
upsets me, especially if they know I’m in a bad mood. So, if I raise my
voice, they quiet down and they know I mean business. I guess my
behavior affects them.” (T7)
“I think students respond to please and thank yous. I think that
initially they, I don’t know, I think they may, it may not reach some
students but I still think if you talk to kids who can appreciate a please
or thank you or I think they like to get a rise out of people. I’m
thinking of one situation you observed, there’s one girl, one of two girls,
who has all these other problems, was doing everything in her power, I
think, to be removed from class. Particularly that you were observing,
and I think that she offering a challenge to me, a nonverbal challenge, or
not a direct verbal challenge anyway, about “what are you going to do?”
And when I just had her please leave, she didn’t get a rise out of me and
there was no big reaction and I think she’s used to getting that and, I
forget what your question was, but ah ... I think the beat kind of goes
on by not being volatile.” (T2)
“I think it’s good to be happy, to want to be there, ‘cause the kids know
it and they want to be there, too.” (T8)
“Can you wait a second? The announcement made me lose my thought.
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One of the things I think is that I try each year with, um, not only
telling the students that I trust them, but I try to work through
each day trying to show them that until they, um, do something
that’s dishonest or something that changes my mind I will trust and
respect them as individuals and I think this has a great effect.
Sometimes it’s a lot of work to do that and sometimes it’s hard to trust
certain students who may be coming in with a, um, reputations not so
good. But I think you have to do that if you really want to show them
that you care about them and that you’re willing to work with them
instead of setting up a confrontational situation with them. So I think
beginning the year trusting them and believing that they will be honest
with you if you’re honest with them is a big part in establishing good
behavior patterns with them.” (Tl)
“For some kids, sure, I think what I do affects them. But there are alot
of kids who don’t even pay attention to me, the ones who are here to
socialize and have friends, not to learn.” (T6)
“I think sometimes a person because they’re easy going perhaps that
students feel that they don’t have to do what they’re supposed to do,
whereas I think if another person on the staff has a strong personality
probably and I find the kids doing that particular person’s work whenever
they get a free minute, not even a free minute, when they’re supposed to
be in my class and I feel sometimes that because I find myself pretty
fair and understanding and easy going that sometimes students
don’t see that as a strong point.” (T2)
* Well, I believe that everything you do within the classroom affects
what happens. Therefore, whatever I do will affect what the students
do, so, I do believe that there’s a direct effect and, therefore, I try to
continually promote positive atmosphere for learning hoping to effect
their behavior and that they’ll see that’s a good model to follow.” (Tl)
“As teachers, we have to understand that students are affected by what
they hear is say or see us do. Just like children imitate their parents,
students imitate us. Sometimes that’s good and sometimes it’s not.
That’s why I try not to disrespect a student’s individuality.” (T2)
Question 5

Asking each teacher if they had any questions or

anything to add to what had been said during the interviews led to a
wide range of events. Two teachers had no questions or comments and
three asked me to explain this study in more detail or to explain why I
wanted to earn this degree in the first place and what I planned to do
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with it once I had gotten it.” These questions were matter-of-factly
answered and I thanked the teachers for their participation.
Two teachers chose to make additional comments and seemed to
need to vent about issues outside their immediate classroom and
jurisdiction which were of concern to them. As their closing comments
regarding additions to their interviews, they said the following before
their interviews ended.
I think some teachers feel that their subject is the most important
thing, almost to the exclusion of others and other periods. But, like the
world, I mean, this is a world within a world, but I think a lot of people
feel as though they are more, they personally are, more important than
the next person in the line. Pecking order - there’s a definite pecking
order within the school. And I think some people just feel as though
their subject or their particular area . . . it’s just, you know, it’s a little
game, little cat and mouse games all the time that get in the way of kids
and I find that annoying - that’s not positive, but I find that annoying.”
(T2)
“Ah, no, I think I’ve covered for the most part, um, I think being focused
on what you’re doing within the classroom and I think this goes for any
teacher, you have to be focused, you know what you want to accomplish
and it doesn’t always have to be the curriculum that you want to
accomplish but you have to know what you want to accomplish. And I
think some of the frustration in general comes from the fact that you
know that’s what you want to accomplish sometimes you don’t get
enough time or because of schedule changes or because of other
influences it’s not done and it’s . . . you’re sometimes not even given the
consideration that you need because your subject is as important as any
of the other subjects and I think that’s positive. External frustrations
which can have an effect on your behavior within the classroom to try to
get things done. You might go back to your class and say, “Oh well, I’ve
got 20 minutes now to do a 40-minute lesson,” but that’s the way it is,
so I’ll try to do it. And that brings in frustration because you can’t do the
job you wanted to do.” (Tl)
Student Interviews
After transcribing the student interviews it became apparent that
there were common threads woven through the students’ comments
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regarding classroom climate and teacher behaviors. All of these threads,
whittled to their most basic significance, led me to believe the students
wanted to learn, that some of the climates in their classrooms were
conducive to this learning process while others were not, and that some
of their teachers’ behaviors enabled them to learn comfortably and others
most assuredly did not.
The questions about classroom climate and teacher behaviors that
the students were asked were similar to those posed to the teachers for
the sake of continuity in this study. For each of the interviews the
students and I sat across from one another at the rectangular table in
the middle of my classroom with the tape recorder and the interview
questions between us. The students were given the same opportunity as
the teachers to pre-read the questions they would be asked before the
tape recorder was turned on and the formal interview began. All
interviews took place after the formal end of the school day.
The students’ willingness to participate, their enthusiasm, and
insight made quite an impression on me. Their innocence and naivete as
13 year olds was charming but overshadowed by their forthrightness and
their perceptiveness. More than that, I believe they were genuinely proud
and anxious to be able to offer their thoughts, ideas, and feelings to one
willing to listen. In Appendix L, I have included 18 of the 26 fully
transcribed student interview responses - those which represent the
overall student sample population’s comments. Highlights of the
students’ comments are bold faced for emphasis in the appendix as well
as in the forthcoming text. Most students’ answers were a bit garbled
and some rather lengthy, but all spoke with poise and maturity. I see
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these responses as too important and poignant to this study to not be
included in the entirety in an appendix.
In this next section, the student interview questions are presented
in the order in which they appeared on the Student Interview Questions
transcript (Appendix A). Each is followed by a discussion of the major
themes which emanated from the interviews with snippets of student
quotes drawn from the original transcriptions cited to illustrate these
themes. The students are identified by the anonymous number assigned
to them.
Student responses to this question were made with little
hesitation or reservation and with a wherewithall I did not expect from
children their age. There were undeniable consistencies in their answers
on both the positive and negative sides of the classroom climate issue,
all supported with examples for their experiences. For me, listening to
the students’ responses to the climate of their five core subject area
classes was both fascinating and thought provoking. Though it is within
our power as classroom teachers to do so, these students appeared to be
inconsistently provided with positive learning conditions which remained
reasonably similar from classroom to classroom as a true team concept
would suggest.
QUESTION 1 : Please think of your five core subject area
classes (not your Specials). Without using any teachers’ names,
please describe what makes each class pleasant/unpleasant,
comfortable/uncomfortable.
In the minds and eyes of the students, the most commonly cited
pleasant or comfortable contributors to classroom climate were the
teacher’s being funny or joking around, including students in the class
(not necessarily in activities, but rather, making them feel like their
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being there mattered), helping students understand, explaining things
clearly and/or often enough for all to grap a concept, and allowing for
group work among the students.
The negative flowed just as easily as the positive from the students’
brains and out their mouths. By an considerable margin, the teachers’
yelling won the “How the Create a Negative Classroom Climate” Award.
Cited more often and with greater fervor than any other contributor to
negative classroom climate, yelling at students took various forms: (1) at
an individual student who had done something to deserve being spoken
to - not yelled at, (2) at an individual student who hadn’t done anything,
(3) at a student who simply did not understand what the teacher was
saying or the concept they were teaching, (4) yelling at a class because of
a previous class’s behavior or a generally bad day, (5) yelling to be
intimidating, and (6) yelling for no apparent reason at all as far as the
students could see. In addition to yelling as a negative, students found
unchanging daily routines and favoritism, toward the brighter students
or the troublemakers or as a gender issue, as also contributing negatively
to the climate of a classroom. Students plainly do not liked to be
overlooked, misjudged, unrecognized, or unacknowledged. The following
condensed versions of some of the student comments found in Appendix
L illustrate the students’ opinions as they thought through a day at
school and responded.
S2 Period 1 is not really a comfortable class -sometimes the teacher,
he’ll just take off and then he’ll yell at kids for no reason and he
doesn’t explain things to us. Period 2 the teacher doesn’t do much
with us and we do a lot of the same things over and over. Period 3 that’s my favorite class - the teacher is wicked funny, he always
includes the kids in what he’s talking about - we do fun activities.
Period 6 - I don’t like because it’s so structured. We do the same things
over and over. The teacher seems to think that everybody learns the
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same way. He doesn’t specify and he doesn’t help. He does the
same things all the time.
S9 My social studies teacher, he made me feel uncomfortable before
when he addressed that I was going to be the tallest kid in eighth grade
next year and that sort of put me down. That made me feel like real
low, like he was going to make me stay back, (math) He talks and he
sits there and stares at you and tells you to do this or that, (science)
He’s meeean. Wow. (foreign language) Mrs. X, she’s good, she likes
me. She’s got her days. If they don’t put me down and they like me,
it makes me feel like they understand. I like them better. I can
talk to them, I’m more open with them instead of being so scared,
(anything else ?) Yeah, Mr. X, (science) he does. He talks to all the
other students except us. The only time he ever talks to us is when
he wants to start rambling on about how bad we are or something
like that.
513 Some teachers sort of lean toward some of the troublemakers
sometimes. They sort of like treat troublemakers like they’re the
good people. They get the attention, get noticed. They always ask
them the questions and they don’t ask the people who do know the
questions, (good?) Teachers, after they ask them (the troublemakers),
ask for other input, then they’ll listen to you. Sometimes they just
pick people out randomly and that’s when it’s nice because it feels
like you’re doin’ it.
514 Social Studies, I like because the teacher’s really nice. He’s
funny. In Social Studies I learn a lot more than I ever have before
’cause he makes it interesting. Science, I have to do it. I don’t like
it because he like boys way better than he likes the girls. He just
acknowledges girls. “Oh yeah, I forgot about you.” French, I have. The
teacher is a ditz. She doesn’t notice what’s going on. I like it
because my friends are there and I can do what I want. I don’t like
math, the kids are all right but the teacher’s always yelling
constantly. Social studies is my favorite. We do different things all
the time.
S17 My first period is math - He’s confuses you sometimes when he
talks. He just goes on and on and he just explains things over and over
and you get confused. He yells at people. He’s nice but he’s kind of
unfair. Second period, in language arts, she’s nice. She sometimes
explains things too much, but she’s nice. Fourth period, in science,
he’s a nice teacher and he’s sometimes rude about some things and
he’s strict but he’s nice. In sixth period, he’s nice but he’s kind of
weird cause he always raises his voice and he makes jokes about
everything. Sometimes when he’s not kidding around and he yells, he
gets us uncomfortable the whole class.
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522 First period, the teacher, my language arts teacher, tries to
explain everything when it doesn’t need explaining. It drags it out.
Second period, the teacher is nice to me so I like that class. It’s fun.
Fourth period the teacher’s nice but he raises his voice too much,
much too much.

523 My first period class is algebra. I think it’s kind of boring because
we go through the same routine every day. We never do anything
out of the ordinary, it’s kind of just basic. And then my second period
class is language arts or English. I think it’s kind of fun because she
does a lot of, like, stuff that makes it fun. Third period is science
which is probably one of the hardest classes but the teacher makes it a
lot of fun. We do a lot of group things. Fourth period is social studies
and that’s probably the boringest class. You don’t really, you just sit
there and listen to the teacher talk - always shouting out what she
does. Fifth period is French which is probably very fun ’cause she gets
a lot of group class participation and a lot of people do work and
there’s really no one that’s, like, left out. She tries to include
everyone.

S25

My foreign language period, that’s fine, I like that but my science
period, the teacher my science period, he insults you all the time. He
told me I have a learning disability (nervously giggles). Plus that
teacher, sometimes he has little mood swings where he starts to go
crazy on you. My math period is fine. The teacher in that class, he
does kind of go fast and rambles on, but if you pay attention, it’s easy.
My social studies class, that teacher’s craaazy. He’s telling you jokes
one minute, next minute he’s biting your head off. He screams at
you so much. I don’t like him ... at all. I like 5th period, my
language arts period. I like that period because I like the teacher and I
like the people in it. It’s good. It’s not easy, but you can speak up
and she won’t kill you.
QUESTION 2: What is it that a teacher DOES that makes you
feel GOOD in any classroom? BAD? Referring to your (observed)
period class, what makes you feel comfortable/uncomfortable?
Students’ responses to what it is a teacher does that makes them
feel good or bad in a classroom did not vary a great deal from their
repsonses to question 1. Generally speaking, students said they felt good
when teachers explained things well to them, included them (collectively)
in the class, praised and recognized them as individual people, allowed
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them to work in groups, and were nice and polite. Included in their
thoughts regarding things teachers could do that made them feel bad
were ignoring them, confusing them, and criticizing and disrespecting
them. They clearly just wanted their teachers to be human, not beastly.
As they responded to this question, the interview process seemed
less awkward and there was more inflection as they spoke. In retrospect,
asking the students about the specific class I observed was not
particularly useful because they had already addressed that class in the
first question. Sticking to the topic of what a teacher does, rather than
what a class is like, was difficult for some of the students.
The good was, for the most part, stated very matter-of-factly and
the bad, in a more timid and subdued tone, but with force nonetheless. I
experienced mature critical thinking and child-like hope and fear that
bordered on anger and frustration all in one. What struck me most was
the fact these students are only 13 years old.
S2 Well, the teacher that explains what they’re doing and how they
include everybody in what they do, they make everybody feel
comfortable. (Comfortable?) I don’t know, (uncomfortable?) - Well, he’ll
start the class and he’ll have a certain time limit on everything. He
just kind of expects us to know. The whole class is really confused and
finally at the end he’ll clear it or he never will. Never has time to
answer our questions. When we do ask questions he just blows up at
us.
53 The teacher generally praises you and doesn’t yell at you if you
don’t understand things, (specific class - Math) The teacher just just
stands there. He yells at just certain people that he either likes and
he doesn’t like. He treats the ones he doesn’t like like an idiot.
54 In first period English when the teacher let’s us work in groups
that’s reassuring because if you think you might have something wrong
you don’t have to ask the teacher, you can ask someone else in your
group. And ... if the teacher goes over the answers with us that
makes me feel more comfortable, (bad?) I don’t like being singled out
like as a particular person.
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S9 It makes me feel comfortable is when teachers come in and tell
you about how, you know, they feel. They don’t just talk about
school all the time. The teachers, sometimes they can hurt you and
they don’t pay attention to you. They don’t have to be that rude to
you. You’re a nice teacher, nice and polite, and I don’t even have you.
S10 I like group work the best because whenever you’re in a group
you don’t have to worry about, like, all the pressure being on you.
S14 They make eye contact with you and tell you you’re doin’ good
work and they don’t say it, “Oh, look at your work, you’re doing good”
but they tell you after class or when they see you so you know they really
like you. Like, it’s good when they’re nice. It’s bad when they don’t
make eye contact or give you an attitude all the time because they say
you’ve changed from the beginning of the year to the end of they year.
S18 Humor is good and yelling is bad.
S22 When teachers laugh just, like, it makes it easier to get through
‘cause you know they’re not in that serious mood so if you speak out or
something, they’re probably not gonna yell. But if they just sit there
with that look on their face, you’re afraid to say something and you
just sit there like “okay.” But if they give you work where you can
interact ... I feel more comfortable asking a peer a question than a
teacher, (bad?) Yelling. It’s about teachers disrespecting students.
S24 It’s pleasant when it’s peaceful. It’s not peaceful when a teacher
is in a bad mood.
S26 I felt good when in the beginning of the year you talked to us and
explained the classroom, what was going to happen, and what you
were like. We were more comfortable with who you were and what
was going to happen. Some teachers come in and start out by
handing out books and, “Open up to this page and do this’’ and you
don’t know what’s going to happen to you.
QUESTION 3: How do you think TEACHER BEHAVIORS affect
you generally? your classmates? Give specific examples.
Students’ expectations for respect and civility from their teachers
dominated their responses to the question about the effect of teacher
behaviors on them and their classmates. Though still strong, the tone of
the answers to this question was somewhat sad and exasberated now
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that a question became more focused on them and not on classes or on
teachers. I believe these students understand that their teachers have a
subject matter knowledge that they do not have and would like to. They
also fully understand, and clearly see, that disrespect and monotony are
not the ways for them to attain that goal to learn even though they want
to.
S2 If the teacher is friendly and includes everybody, I think the kids
want to learn more. It’s recognition as a person. (Other students
affected?) Sometimes you can’t help it (be affected). If he picks on one
kid for no reason, and they do that, that makes the whole class kind of
tense and everybody backs off and doesn’t want to do as much. Some
people just sit down and do their work, some kids will just get so upset
and they just can’t work. They don’t want to be there.
S4 I think a teacher’s behavior really does make a lot of difference
because if a teacher’s nice and, um, is kind to you and talks to you
and understands how you feel, then you’ll do their work and be nice
to them. But if a teacher doesn’t pay attention to you as an
individual and talks to you as if they don’t really care and, isn’t
necessarily mean, but is like bland, like doesn’t have any expression,
then you won’t care about them as much.
S6 I don’t like when teachers say something and then do the
opposite. (Other classes?) I like Spanish because it’s like, I like the
stories. I like when she tells stories. I feel comfortable walking into
the classroom and you try your hardest and that’s good enough. She
knows you're trying your hardest and that’s all she asks.
S12 Like, uh, playing favorites. Pretty much it affects you if they play
favorites like towards you. And it seems like it affects you more if they
play favorites against you ‘cause, like, if a teacher doesn’t like you, you
might as well forget it.
S15 I think it’s, like, not doing what they say they’re going to do. If
I get yelled at it makes me feel like she doesn’t like me.
S18 Start with the teacher that’s funny. Well, it gets you to listen.
If he yells at you or if it’s boring and stuff, you get mad but you still
have to listen. Some teachers do yell too much. You just want to tell
them to shut up.
S22 If they’re nice to me and they respect me, then I’ll want to do
work for them but if they just yell at me, it’s like, “Why should I do
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something for you if you’re not even going to bother to give me the time
of day and be nice to me.”
525 If the teacher is nice or it’s a good teacher you’ll do more work.
If you don’t have a good teacher, most kids, they’re so sick of the teacher,
they won’t do any work. Teachers complain it’s the students fault,
(classmates?) When the teacher makes fun of me, I don’t care, but
some people do care. Maybe somebody that I respected that said
something to me, I’d care.
526
If a teacher tells me I’m stupid or I can’t accomplish
something, I’m not gonna try ‘cause then I got a teacher who knows my
work and stuff saying that I can’t do it.

QUESTION 4: How does a teacher’s behavior affect your
achievement? Your motivation to learn?
The students in this study were able to draw a clear connection
between their motivation to learn and how their teachers behaved and
treated them and they saw the direct correlation between that motivation
and their achievement. They knew their grades would suffer from not
doing homework or not putting in the necessary time to do well on
quizzes and tests. They responded quickly to this question and the
discussion was not centered around course content, though subjects
being difficult for individuals was mentioned, but, rather, it became a
commentary on teachers’ interpersonal skills. It is apparent, once again,
that how a teacher treats a student as an individual can make a
significant difference in the amount of enthusiasm they have for a class
and a teacher and, as a consequence, in the level of academic
achievement that student sees a reason to strive for. This was not about
students’ intellectual ability, it was about willingness to commit effort to
a subject because of a teacher.
S2 Yeah, because, well, for me my grades have gone down all year
and all year also I haven’t been getting along with the teachers
more.
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S4 If teachers don't recognize you as an individual and, then you
won’t feel like they deserve your best work.
S9 Yeah, definitely. It’s so much better when they just treat you
nice and they don’t let other kids, the smart ones, put you down like
they do.
514 If they’re nice to you, I’ll do good. If they’re nicef respect, and
trust me, I’ll try.
515 If the teacher’s not nice to you and you don’t like that teacher,
you’re not going to want to do the work.
SI8 I like when teachers are social with me not just like academic.
Respect and sociability. You’re nice to people, they’ll be nice to you.
522 So it goes from the person to you to your motivation and then,
if you’re not motivated, you’re not going to do the work well. If the
teacher is really nice to you, and they’re trying to listen to you all the
time or most of the time - because you can’t, everybody has bad days.
What goes around comes around - if they get an attitude to you, you
get an attitude to them.
523 Well, for example, my French teacher. She just happens to get
the class into it a lot. Like, she’s always having class participation
every time people go to the board. Not too many other classes do
that, well actually, none of them. She does more oral type
participation which means it makes you feel more like you’re into it
and makes you want to learn more because everyone’s learning. It’s
not gonna hurt. Another thing is, if the teacher like happens to put
you down then you don’t want to learn as much because if you feel like
that teacher’s not gonna give you a chance the why should you give them
a chance to show what you know?
524 I just like it when they’re nice and fun. I can do better that way
’cause I’m not worried.
S26 If a teacher tells me I’m stupid or I can’t accomplish
something, or criticizes me, I’m not gonna try. I don’t understand
why they just can’t be nice.
QUESTION 5: Would you like to add to anything we have said
here today? Do you have any questions for me to answer?
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Several students had no questions and nothing to add to what
they had already said - except a smile and a “no problem” or “you’re
welcome” when I thanked them for their help. Others, on the other
hand, still had more to contribute. The affective, the tacit, and very
simple things like smiles and not hurting dominated the students closing
remarks. The cognitive, which was minimal to begin with from the
students vantage point, did not exist in these comments.
56 If the teachers don’t smile it’s like they don’t want to be there, like
they don’t really care.
57 I think that each teacher has their own way of teaching and I
guess we just have to learn to adjust to that.
S9 Tell teachers not to have such an attitude. They should pay
attention like they tell us to do.
512 It shows on your grade unbelievably - what a teacher does.
just shows.

It

513 After every year, even though you do hear something about a kid,
just let you be the judge, don’t let what people say ‘cause like they
might like something, you might not or the other way around and you’ll
just get in trouble and that’ll hurt him and he just won’t care any
more.
514 They don’t give us enough time to do anything. They always
want to make it into a smaller thing, they don’t want to go through it.
They’re like, “Oh, it’s too much work doin’ it.
515
I think it would be better if teachers smiled at you more. It
gives you more confidence that you’re doing good and it’s really better.
When they don’t smile it makes you feel like you’re not doing good.
S17 In a good class, there’s laughing, not dull. The only part that
really makes me mad is when a teacher will sit there and yell at
somebody for anything, even if they didn’t do anything or, maybe they
did, but they don’t deserve to get yelled at like they have or how they yell
at them. Two of my teachers yell for no reason, sometimes the third
one does. Two don’t yell as much, they can keep their temper more.
They yell at stupid things.
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522 It's good to have friends and a friendly class, not serious for 6
hours a day. They try to get to know you, not personal but like “hi.”
It’s nice to know they understand. I really truly believe, the saying I
live me life by, is, “Don’t respect anybody that doesn’t respect you,”
because if they’re not going to respect you, they don’t deserve respect
back. So it’s really aggravating.
523 I think teachers need more creative ways of learning. Some of
them, not all of them. Some of them do a good job but like, my first
class, my first class is algebra is by far the boringest class I think I’ve
had in my eight years of school. It’s just soooo, and like, he’s not
there any more, he does nothing to try to get us motivated to work.
You know it or you don’t. You learn it or you don’t. It’s no fun while
you learn it. You can’t study it. You can like, learn it but it’s hard to
learn it because it’s like boring to do it.
Chapter Summary
The data presented in this study were gathered and analyzed both
qualitatively and quantitatively. Qualitative data were drawn from
sixteen classroom observation in late May and early June, from student
interviews conducted after the observations were completed, and from
teacher interviews conducted near the end of the data gathering
sequence. Quantitative data were collected from (a) a Classroom Climate
Survey completed by 8 teachers and their students after the observations
and student interviews had taken place, and from (b) teachers’ year end
grades, as reported for report card purposes, obtained as the last piece of
data gathering on the last day of the academic year.
The classroom observations in this study indicated the existence
of clear distinctions among teachers in the physical environment, the
intellectual climate, and the emotional climate of these classrooms. The
physical plant and furniture in the classrooms were very similar with
essentially the same room size, windows, student and teacher desks, file
cabinets, and chalkboard and bulletin board space. The variation came
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in the use of existing facilities. The “norm” in five of the eight
classrooms was plain and reasonably comfortable arrangements with no
frills. Functional is the word to appropriately describe those rooms. The
exceptions to this norm were the two cheerful and lively rooms and the
one dreadfully dreary and uncomfortable room.
The intellectual climates in each of the classrooms were more
varied than the physical. The commonalities included these: each
teacher had a particular subject to pass on to his or her students, each
had academic and behavioral expectations, and each was, in their own
way, organized and prepared. Nonetheless, differences surfaced not in
the “what” but in the “how.” Not one of the teaching styles observed was
exactly the same as the others. Those teachers who actively interacted
with their students on an academic and a personal level created a high
intensity, high energy learning environment and it was these classrooms
which appeared to be the most successful. This active interaction was
between people, not merely between one who knew a subject (the teacher)
and those who did not (the students). This interaction was not rote or
expected and it appeared intentionally sincere. The mutual, respectful
recognition of the human element in a classroom and the finely tuned
interpersonal skills of the teacher made all the difference in the
intellectual climates of these eight classrooms.
On the emotional level, once again a range was observed in the
classrooms of this study. One would hope that learning, teaching, and
achievement would not cause the emotions of fear, sorrow, or hatred to
be evoked and that they would cause comfort, enthusiasm, happiness,
and other positive emotions to rise to the fore. There proved to be a wide
range of both positive and negative emotions present in the classrooms
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of this study. These emotional climates could be described with the
following adjectives: emotionless, non-stop, happy, energetic,
confrontational, humorous, charged, unhappy, pleasant, still, angry,
mocking, scary, disconcerting, fun, challenging, perky, boring, and
cheerful - in no particular order.
The emotional climate was perhaps the most tacit and
unpredictable facet of any classroom observed, since emotions are as
varied as personality - of which there were many in each classroom,
including the teacher’s. It was apparent that the emotional climate
levels in each classroom were affected to some degree by student
attitudes and behaviors. However, also evident in their effect were
teacher attitudes and behaviors. It appeared to me, as an experienced
teacher, that the charge of the emotional levels in these classrooms was
in the hands of the teachers. Appropriate and inappropriate student
attitudes and behaviors accounted for, teacher responses and reactions
either escalated or diminished the emotional charge and level of
emotional comfort in their classroom.
The results of the Classroom Climate Survey made it very clear
that both the teachers and the students in this eighth grade setting
believed the climate in their classrooms was more positive than negative
overall and that neither believed this actual classroom was as positive as
it should be. The margin of difference between the average actual and
ideal scores is, however, much greater for the students (4.8) than it is for

the teachers (1.9).

From the students’ vantage point, the climate in T7’s class was
rated the most positive and T3’s the least positive. These CCS student
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ratings supported the results of the classroom observations for each of
these two classrooms. The students’ perceptions of actual and ideal
classroom climate saw the biggest discrepancies in T2’s and T3’s classes
where they felt the ideal climate to not even be related to the one which
they experienced. Comparing these results to the data compiled in the
observation process shows agreement with T2’s classroom climate and
the students’ perceptions but a difference of opinion regarding T3’s.
Looking at the results of the CCS in terms of the construct
categories which were rated, respect was the specific construct rated
highest by the students in both the actual and the ideal categories. From
the results of the student interviews, the actual results do not coincide
with what the sample student population said, but the ideal reaults
certainly do. The construct rated lowest by the students in both the
actual and ideal categories was continuous academic and social growth

Teachers T1 and T5 rated the actual climate in their classrooms as
the highest of the seven teachers who completed the survey with a 19.29
and 19.38 out of 20 respectively. Teacher T2 clearly emerged as viewing
the climate in her room as the lowest of the group with a rating of 13.75.
Four of the seven teachers gave perfect scores to the ideal classroom
climate category with three of those four having the largest discrepancies
between actual and ideal for their classrooms.
Teacher survey results also revealed that they believe the most
positive feature of the climate in their classrooms is caring, and the least
positive is continuous academic and social growth. Two of the constructs,
high morale and class renewal, received perfect positive ratings of 20 from

the teachers in their ideal classroom. The teacher survey results and the
student survey results contradict one another rather significantly.
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Year end grades, prior to being converted for the purposes of this
study, showed 81% of all grades given to be a C or better, with 59% being
As and Bs. The number of Ds and Fs given equaled approximately 20%.
Once converted to teacher grading means to suit their function in this
study, resulting calculations showed that teacher T1 gave the highest
grades by a small margin over T2 and T8, and T3 gave the lowest grades
by a considerable margin.
For comparative purposes in the areas of (a) physical environment
and intellectual and emotional climates, (b) student and teacher actual
climate perceptions from the Classroom Climate Survey, and (c) teacher
grading, I created continua from all the above data sources to represent
the climate composite of each teacher and his/her classroom. The CCS
teacher and student perceptions and the rank ordering of the teacher
grading means are based on the quantitative data gathered while the
physical, intellectual, and emotional climate ratings are based on my
observations as an experienced middle level/secondary level teacher.
Figure 8 and Figure 9 below illustrate the most consistently
positive case (T7) and the most consistently negative case (T3) as
identified by this research in the above mentioned areas. These profiles
speak to the fact that in the same school, at the same grade level, on the
same wing, there exists a highly positive climate in which students are
expected to learn, achieve, and experience success and a relatively
negative one with the same purpose.

Data gathered from several sources

in the areas of classroom climate and teacher behavior do not defy the
existence of positive and negative climates from which we, as educators,
can also learn.
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Profiles for each of the other teachers are found in Appendix K,
Figures 9-14. The climate in these remaining six classrooms is clearly
inconsistent: positive in some areas and negative in others, creating the
zig zag effect on the continua. The implications of these inconsistencies
are of concern to me for what they create for the students in those
classrooms. This will be discussed further in Chapter Five.
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Figure 8. Teacher 7 Composite Climate Profile
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Figure 9. Teacher 3 Composite Climate Profile
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T6

TO

The seven teacher interviews, conducted as a qualitative portion
of the data gathering in this study, showed that the teachers appeared
more comfortable answering general questions which caused them to
refer to forces other than themselves (questions #s 1, 3, & 4) and in
describing positive characteristics of their classroom climate. They
appeared less at ease responding to the questions that directly involved
them (question #2) and addressing the negatives of classroom climate.
To illustrate this point, question # 1 flowed easily along in
discussion of what it is that each teacher perceived made a classroom
positive, comfortable, or pleasant. Responses made reference to
intangibles such as respect, politeness, courtesy, fun, and high
expectations. Turning to the negative, uncomfortable, or unpleasant
areas of classroom climate in that same question led the teachers’
responses away from themselves and aimed them at (or blamed them on)
the students, grouping, interruptions, dittos, and textbooks, for example.
The teachers’ sense of ease in responding to the three remaining
questions diminished as they had to look more carefully at what it is
they do exactly and how what they do affects the students in their
classrooms. As ownership became more directly theirs, more onus was
placed by the teachers on their students and on outside forces. During
the interviewing I noticed nervous chuckles, less eye contact with me,
deeper reflection before answering, shorter responses for the most part,
and more self-consciousness with these questions.
My intent in this interviewing process was to gather indepth
personal responses for the teachers regarding what forms and maintains
classroom climate and to look at the role of the teacher and their
behavior in that climate formation. Adding the teacher interview data to
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the Composite Climate Profiles, leads me to suggest that, though a
teacher may pay careful attention to any one or two facets of their
behavior and their role in the creation of classroom climate, it is not the
norm for each teacher to consciously tend to, or even be aware of, all
aspects of classroom climate and the role their behavior and awareness
play.

In the peer debriefing process with the teachers, an unexpected

side effect was mentioned by one teacher. She commented that her sense
of responsibility for the climate in her classroom was always there but
that she hadn’t taken the time to look at it from all angles, including,
and perhaps especially the students.
The student interviews made an important contribution to this
study. The children were spontaneous and were not afraid to speak their
minds, and, in my opinion, they spoke openly and honestly. None was
non-commital on either the issue of classroom climate or teacher
behavior and each appeared rather concerned about each issue because
of its effect on them as a student, as a classmate, and as a person. I say
this because nearly every time a student cited an example of comfortable
or uncomfortable climate, a positive or negative teacher behavior, or a
reason for liking or disliking a class or teacher, they cited specific
examples and told them in a story form.
Cited more than once on the positive side of classroom climate and
teacher behavior were the teacher being nice, helpful, and listening to
them and their concerns. Also, the teacher explaining concepts and
topics enough to be understood by all, making learning fun with a variety
of activities and techniques, and showing students subject matter
relevance to their lives. Also mentioned were allowing for group work,
including students in class activities, and seeking students’ input and
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ideas. On the negative side, yelling in general but at students without
cause and, especially, in front of peers was mentioned by most all
students interviewed as were placing unfair blame, boredom from routine
teaching techniques, irrelevance of subject matter, the teacher not
explaining topics thoroughly enough, and general unfairness.
I sensed of the lack of continuity in the climates of the various
classes in which they found themselves in the course of their school day.
The results of my classroom observations and the scripting process
support the students’ sentiments regarding this variation in classroom
climate and teacher methodology from one classroom to the next. The
students seemed to have a fine grip on what each of their teachers’ and
class’ expectations were and on whether there was a climate and a
teacher from which they could comfortably learn. They spoke of the
unknown in the sense of not knowing what to expect from the teacher as
they entered a classroom. They spoke of teachers having bad days and
taking it out on them during class time. Few of the students liked or
disliked all of their core subject area classes. Most liked two or three for
personal reasons which may or may not have been the same as their
classmates’ rationale.
The fact remained there is no perfectly positive classroom or
teacher, nor is there a perfect negative. The students were an invaluable
resource in this study in my attempt to reach a better understanding of
the climate of eighth grade classrooms and of the role played by the
teachers in classroom climate creation. I admire their courage and
common sense.
In closing, two students, in their interviews, said more in a few
words than many textbooks or a stack of data could tell us about
197

teachers and teaching. We would be wise to heed their insights, treat
them well, and enter this field only if we are “gifted.”

“Teachers who have been here for a while, they’ve been around kids
a long time our age, they think they’re good teachers but they
should know by now how to treat kids. They should know what
makes us feel bad about ourselves.” (S25)
“There’s only some teachers, just like there’s some people, with gifts
for different things. These are the teachers that have a gift to
relate to a kid, some teachers really have gifts to be able to know
what they’re talking about, but they don’t have the gift to like talk
to the kids, which you have to have. They sort of forget what it’s
like to be a kid.” (S13)
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CHAPTER V
SUMMARY, RECOMMENDATIONS, AND CONCLUSIONS

This study evolved as the result of the convergence of nearly two
decades of experience as a secondary level World Language teacher in
four different school systems, a love of learning, and, motherhood. As an
educator for whom teaching is a vocation, making my classroom a place
of academic, emotional, and social stability and achievement for each
student is a daily goal. The means to this goal have been worked and

reworked over the years and experience truly has served as the best
teacher. I believed, particularly after a study of teacher attention to
student learning styles early on in my graduate work (Antosca, 1991),
that providing the conditions under which each child’s potential can be
developed maximally was something that only I, as an individual teacher,
could do. Each class’s personality, level of intellectual ability, and
motivation to learn was my guide. One academic year’s intellectual,
social, and emotional growth and maturity were in my hands. The more
I realized that we, as teachers, are role models for children, that they
look to us for guidance, the more awesome the responsibility of being a
teacher seemed to be.
When this same sense of obligation in my classroom was combined
with what I wanted the educational process to bring my children at the
academic, emotional, and social levels, the paramount importance of
classroom climate and those teacher behaviors which affect that climate
surfaced as the direction for my research.

As I wondered who my sons

teachers were as people, I knew that my students’ parents perhaps
wondered the same about me.

For the sake of someone else s children,
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I had to complete this study. From the merging of my love of teaching,
parenting, and learning, my definition of classroom climate emerged to
serve as the foundation for my work. I believe this definition represents
me as a person, a teacher, and a mother, and it also expresses my
philosophies of educating and learning as well.
Classroom climate is the synthesis of the intellectual emotional
and physical environments created by the interactions among
the teacher and the students in a classroom which either
supports or inhibits learning. This climate manifests itself to
varying degrees in measurable levels of respect, trust, caring,
and cohesiveness created by the teacher along with the
teacher’s conscious effort to maximize academic achievement
for each student in the class.

I believe teaching children involves a subject, and educating them
involves that subject and life skills. As an educator, the only way I could
see adequately creating a complete picture of classroom climate and
teacher behaviors was to gather both qualitative and quantitative data.
The purpose of this study was to examine classroom climate and to
identify, document, and interpret those teachers behaviors which are
associated with positive and negative classroom climate. Conclusions
drawn from this study are based on the hope to improve middle school
classroom climate as the result of teachers having a better
understanding of a range of classroom climates and the teacher
behaviors associated with them in physical, intellectual, and emotional
dimensions.
Classroom Observations
The most predominant outcome of the 16 classroom observations
was the range of variations among teachers in the physical, intellectual,
and emotional climates captured in their classrooms through the
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Saphier scripting, the observations, and the teacher and students
interviews. This outcome confirms earlier findings that the climates and
cultures among schools are similar and that they vary from within
(Arends & Schmuck, 1990; Goodlad, 1984; Pallas, 1988; Rutter, et al.,
1979; Schmuck, 1982). This study is unique in that it concentrated
exclusively on the exploration of a single grade level in one school.
Though no teachers in this study observed by me or rated by
themselves or their students had significantly negative classroom
climates, there were elements of negativity in most all classrooms leading
to inconsistencies in overall ratings. These inconsistencies indicated
that most teachers were a combination of positive and negative teacher
and classroom characteristics rather than any purely ideal positive or
negative ones. Since six of the eight teachers in this study exhibited
various combinations of both positive and negative classroom climate
characteristics, I suggest that teachers may not be aware of, consciously
attend to, or have an understanding of their role in the creation and
maintenance of classroom climate.
Synthesizing the positive and negative climate attributes
documented in this study creates a profile of each extreme of classroom
climate. I believe the positive classroom climate attributes are worthy of
continuation and duplication and that the negative attributes can guide
teachers to alter or eliminate them. The single positive climate
characteristics found in the classrooms of this study are not the
automatic prescription for a positive classroom climate, though as an
experienced teacher researcher making an informed judgment, I believe
that in multiple combinations, the impact of these exemplars at either
end of the classroom climate spectrum is powerful. The positive and
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negative characteristics listed in Table 8 surfaced as those represented
among the eighth grade classrooms of this study school.
Table 8.

Ideal Positive and Negative Composite
Classroom Climate Profiles
POSITIVE
CHARACTERISTICS

Physical
Environment

Intellectual

NEGATIVE
CHARACTERISTICS

neat, clean, decorated
colorfully and subjectappropriately, displays
student work, alive,
perhaps teacher has plants
and family pictures

unkempt, messy,
plain, undecorated,
not cared for or about,
dull and boring with
no visible signs of life
in or out of this room

teacher uses space to
move around the room,
to be near as many
students as possible
in the course of each
class period

teacher does not move
around - stays in one
spot, in his/her space,
appears to distance
him/herself from the
students

teacher is knowledgeable
of subject matter and
age level being taught,
is organized, prepared,
appropriately paces class,
keeps momentum, has
high expectations for both
academics and behavior,
has planned well, uses
several and varied teaching
methodologies in each class

teacher is/may be
knowledgeable of
subject but presents
it inappropriately, is
not organized or wellprepared, fails to keep
momentum or pace of
class to hold student
interest, is not wellplanned, does not vary
instructional tech¬
niques

teacher is fascinated by
subject matter, ties it to
other subjects and makes
it come alive and seem
relevant, loves to teach,
understands how to
instill a love of learning
in students, constantly
creates new ideas and
materials

teacher seems bored
by the topics, the
process of teaching,
sees and/or makes
few connections to
other subjects or life,
reuses the same
materials and assumes
the subject never
changes
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Emotional
Climate

teacher is caring and
nurturing, respects all
students’ as people and
as learners, is under¬
standing, tolerant, has
patience, is kind and
thoughtful, and is a
pleasant individual
who sees value in allowing
students to have input
into the class

teacher does not care
about students, and/
or subject, is not a
caring, kind, or under¬
standing person, is not
tolerant or patient,
could be perceived
as an unpleasant and
disrespectful person
who degrades students
individually or, more
likely, in front of their
peers, and yells

teacher shows no favorites
to gender, to intellect, to
personality type

favoritism is shown by
the teacher toward
certain types of
students based on
gender, intellectual
ability, or personality

Classroom Climate Survey
The most significant overall outcome of the Classroom Climate
Survey is the fact that neither the teachers nor the students in this
study believed the climate in their classrooms was as positive as it
should be. This fact is made more noteworthy since the overall climate
ratings of the teachers particularly and the students generally indicated
levels of classroom climate that would have to be considered slightly to
moderately positive to begin with.
From the students’ vantage point, Teacher T7’s classroom was
undoubtedly the most positive, perhaps because of this teacher’s sense of
ease with the subject matter, teaching, and children, and his ability to
relate all these together smoothly. Teacher T3’s classroom, in clear
contrast, was clearly viewed as the most negative, probably due to his
lack of interpersonal skills, cool personality, and his generally being
disconnected from the students and the subject. Teachers 7 and 3 were
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the only two teachers in this study who were consistently positive and
negative, respectively, in each of the areas of climate and behavior data
gathering.
Looking at individual constructs on the CCS, the students felt
that respect was most important aspect of positive classroom climate
and that continuous academic and social growth had far less to do with
it from their vantage point. No one would ask to be disrespected by
another person, and, when one considers the generally vulnerable and
sensitive nature of the transescent (Arth,1983; Eichhom, 1966,
Lounsbuiy & Clark, 1990), it is no wonder that respect from their
teachers is so important to students (Reinhart & Beach, 1993).
Students’ interview responses brought the concept of respect to a more
personal level and added a dimension to the impersonal quantitative
CCS results. The students suggested that there were teacher behaviors
directed at them or their classmates that made it easy for them to
respect, or disrespect, their teachers and to feel respected or disrespected
by them.
Among those characteristic behaviors named by the students were
teachers talking to them, being nice to them, not yelling at them or
insulting them, not embarrassing them, particularly in front of their
peers, and being strict, but not too strict. They also mentioned being
trusted by their teacher and having their teacher be organized,
enthusiastic, and interesting along with following through with what
they say they will do. As was indicated in the Chapter Two review of
literature, within the classroom, students have their sense of self¬
esteem, self-concept, and self-respect to consider as well as their
acceptance by their peers (Bean, 1992; Bennigna, 1981; Gammage, 1985;
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Garcia, 1992; Glasser, 1969; Kosnik, 1993; Maslow, 1968; Purkey;1970;
Schlechty, 1994; Soar, 1968).

Their interview comments do not belie

what the literature and human psychology tell us.
The students’ logic (and wisdom) regarding academic and social
growth is impressive. I suggest that they see that growth will occur
naturally if other conditions such as respect, trust, and caring exist in
any given classroom. Part of the students’ sensing of respect, trust, and
caring stemmed from the area where they felt the widest gap between the
actual and ideal on the CCS - - their opportunity to input into the class.

This, too, has a certain logic to it, since at no time in the course of my
observations did I hear any of the teachers ask for student input, or even
student thoughts, about how their class was going. Glasser (1969)
suggested that student input diminishes as students progress through
the grades.
Children who come to school with the idea that many
questions have more than one possible answer soon get over this
idea. In elementaiy school, child after child is led to believe that
school is concerned primarily with right answers and that teachers
and books are the major reservoir of these right answers. . . . Not
only does this certainty principle dominate the educational
curriculum, it also dominates the rules of the school relating to
children’s behavior. The children realize that they have no part in
making decisions about their behavior or their participation in
school. Taught formally from kindergarten about the value of our
democratic way of life, children learn from experience that the
major premise of a democratic society - that the people involved in
any endeavor help determine its rules - does not apply to them. . . .
Children should have a voice in determining both the curriculum
and the rules of the school. Democracy is best learned by living it!
. . . School should be a place in which children can express their
own ideas, based on their observations and experiences, and gain
satisfaction from knowing that the school is interested in what
they have to say.(pp. 37, 52).
I learned, from an earlier study I conducted on teacher attention to
student learning styles (Antosca, 1991), that students know their own
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learning style very well and are able to articulate how they might achieve
to the best of their abilities - - when they are asked. It is important for
teachers to allow students some degree of input into how their classroom
and curriculum goals are met in order to help create a sense of belonging
and self-esteem so vital to children at this age.
The teacher results on the Classroom Climate Survey revealed that
four of the seven who completed the Survey believed the actual climate in
their classrooms was very positive (18.0+), that two believed it to be quite
positive, and one less so. All seven of the teachers believed, without
exception, that the climates in their classrooms should be perfectly
positive (or nearly so). The classroom observations and the student
ratings painted a different picture with elements of positive climate
characteristics present, but not overwhelmingly evident and not apparent
to the degree the teachers thought them to be. The question that was
answered by the teachers with their perfect “20” rating for ideal climate
was just how positive they thought classroom climate should be. The
question that remains unanswered, however, is how that perfect “20” is
achieved and what these teachers would perceive their role to be in
realizing this classroom climate goal.
Interpreting the teacher CCS results supports my original hunch
that teachers are often unaware of or do not consciously attend to their
own behaviors and the effects these have on classroom climate (and
ultimately, student motivation and achievement). I also believe this
unawareness of or lack of attention to their own behaviors is not
intentional on the teachers’ parts. I am not convinced they have had
cause to look critically at themselves and their teaching behaviors before.
Based on my classroom observations and on my experience as an eighth
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grade faculty member in this school, I believe student perceptions of
actual climate are more accurate than the teachers’, and that the

teachers’ perceptions of the ideal climate better reflect what should exist
in eighth grade ( and all) classrooms.
Year End Grades
Year end grade results as a whole seemed to me to be surprisingly
top heavy. Since nearly 60% of all grades given were As and Bs, either
the selection process for this study was faulty, or the academic
expectations of the grading system and the teachers of these eighth grade
teachers are lower, perhaps, than they need be. In my estimation this
last point is important because it could create a falsely positive academic
image for students of themselves. This may have a positive effect on
their perception of classroom climate but it may not serve them well in
their preparation for high school academics and more content-centered
teacher approaches generally found in high schools.
The literature suggests that classroom climate is correlated to
student achievement: the more positive the climate, the more likely
students are to achieve (Goodlad, 1984: Koslovsky, 1984: Pallas, 1988:
Rutter, et.al., 1979). Comparing the teachers’ grading means in this
study with the climates I observed in each classroom reveals considerable
differences. T1 gave the highest documented grades in this study and yet
the physical and emotional climates of his classroom were among those
perceived as less comfortable than others and the intellectual climate in
his classroom was only moderately stimulating. Results of comparisons
of other teacher grading means with classroom observation data produce
similar results: some grading results confirmed the positive climate/
higher achievement theory and other results defied it.
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Contrasting the teachers’ grading means in this study with the
actual student climate perception results from the CCS also shows

inconsistencies. Students rated Teacher 7’s class as having the most
positive classroom climate while T7’s grades were fourth highest of the
eight. Teacher l’s grades were the highest given while the students rated
the climate in his classroom third of eight. As a result of this study, I
am convinced that classroom climate is correlated with student
achievement to a degree, but this ecosystem we call the classroom has
far too many variables affecting it from many different angles for the
correlation between climate and achievement to be a simple one.
Teacher and Student Interviews
The teacher and student interviews conducted for this study
emphasized the human elements I have always believed must exist in a
classroom for its climate to be either one of productivity and personal
achievement or one which undermines these goals. As revealing as the
classroom observations seemed to have been and as accurate an account
of occurrences and actions they were based on the Saphier scriptings, I
realized after the interviews that, since those observations did not
represent the thoughts and feelings of others in the room at the same
time as I was, a large piece of information had been missing. I under¬
stood the complexity of the individual classroom within any school from
my own limited vantage point and not necessarily from anyone else’s
point of view. Miller (1983), in describing a particular school, expressed
in words what I had experienced in each of the eight classrooms in this
study. “Schools are complex social systems in which different elements
or characteristics combine in different ways and different combinations
in various schools” (p. 6). The interviewing of both the teachers and the
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students added that missing dimension of how the participants
themselves felt and viewed things.
The teacher interviews unveiled self-assurance, self-deprecation,
self-awareness, and near oblivion to varying degrees. I believe each of the
teachers was honest and straightforward in their responses, though they
were self-conscious at times, truly reflecting the characters and
personalities I saw during the classroom observations. I would have to
conclude from their words, in combination with the behaviors I observed
in their classrooms, that only one teacher, T7, clearly articulated a
genuine awareness that he was the same as a person as he was as a
teacher, that he knew how he taught and why, and that he was aware of
his effect on his students nearly all the time. Judging from the sincerity
of the other teachers in their interviews, none in any way wanted to
affect their students adversely though that may have been the actual
result. As an addendum, I question what would have resulted from a
classroom observation, the completion of the CCS by both teacher and
students, grade reporting, and a teacher interview with the one
dissenting teacher in this study who was mentioned many times,
negatively, by the students in their interviews. I can only wonder
whether I would have seen and heard what the students said occurs in
this classroom and what picture would have been painted by the CCS
and grade reports for this teacher.
The student interviews communicated a plea to vent, just to be
heard, and to have an opportunity to express their opinion in their
interviews. They were innocent (as their age would presume) yet they
were keenly aware of the climates in their classrooms, of the roles of
their teachers, their peers, and themselves in the creation and
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development of that climate. Most importantly, they were very aware of
themselves and their own needs as people and as students. I was
impressed with their willingness to admit poor judgment and past
mistakes made in school and of their appeal to be recognized as a
changed person and to get on with their educations. I was also
somewhat surprised, not about the existence of positive and negative
teacher behaviors, but about the students’ ability to articulate them
easily- many times at length! Rarely did any student I interviewed not
have a specific example of teacher behavior or classroom characteristics
right at the finger tips - as if this behavior or event had just happened
that day in June. (Perhaps it had.)
The commonalities between the teachers and the students in their
interviews, which surfaced more in retrospect than it did at the time the
data were being collected, were as follows: (a) the absolute need I heard
from most teachers and all students to be viewed as an individual, (b)
the need of teachers and students alike to be treated with respect and
dignity, with recognition of their strengths and their weaknesses, and (c)
the lack of teacher or student mention of the classroom’s physical
environment at any time. As I have reflected, the teachers’ and students’
needs for personal recognition and respect took various forms. As an
example, I cite my false interpretation of the importance of student
cohesion in the classrooms of this study.
I was particularly intrigued by the contrast between the sense of
cohesion I observed among the students in most classrooms and what
the CCS results and the interviews told me about cohesion. As I
observed, student cohesion appeared vital to the youngsters’ senses of
survival, yet the CCS and interview results proved that not to be the
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case; cohesion as a construct was not high on the students’ list of
priorities and their words were clearly self-effacing. Students can stick
together no doubt, but this cohesion only masks the strikingly obvious
reality that students see themselves first as individuals, then as part of a
group and that they wish very much to be treated as individuals, not as a
whole, by their teachers.
Similarly, in thinking about teachers’ individuality and group
cohesion, I thought of the contrast between the colleagues I knew from
Team meetings and various duties and the colleague I “met” in the
interview setting. The teachers were no different than the students - -1
heard more individual thoughts and ideas from most of them during
their interviews than I had, in some cases, heard from them all year in
meetings. In the classroom, they are in charge. In a Team meeting they
are like the students they teach in their classes - - they sit, they listen,
they speak when spoken to. In other words, their personalities are
somewhat lost or floundering in the group setting but, as their interviews
demonstrated, their individual need to be respected and heard had not
disappeared. In the interview setting, they were just human beings
seeking recognition.
An obvious difference between the teachers and the students in the
interviews was their divergent perception regarding how classroom
climate gets to be what it is in actuality. Each group seemed to look
outward and blame an outside force rather than placing the onus on
themselves. The teachers seemed to look to disruptive students or those
with behavioral disorders of one degree or another as the cause of much
classroom negativity. Given the continued movement toward
heterogeneity in our classrooms, dealing with students of all intellectual
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abilities and behavioral traits gives cause for concern. Teachers also saw
grouping, curricular constraints, and interruptions as negative
contributors to classroom climate. Their tones in our discussions were
not angry; they seemed more frustrated and restrained.
The students aimed their comments directly at their teacher(s) as
the cause for positive or negative classroom climate, particularly in their
interpersonal skills. Some of the students I interviewed perceived
themselves to be reformed troublemakers who were pleading for a second
chance without being labeled. Others saw troublemakers as those who
got a teacher’s attention. Still others were bright or saw themselves as
in need of recognition, a compliment, or help from their teachers. It
would appear that the students believed that if they were respected as an
individual - - not yelled at, put down, favored or unfavored - - they were
motivated to learn in a given classroom. Viewing the classroom as a
human social system, this difference among students is surely not
unexpected or unpredictable.
Implications of the Study
The most compelling and potentially the most influential
implication of this study is that teachers often fail to be aware of or
consciously attend to their own behaviors which affect the climates in
their classrooms. This is not to imply that most teachers are unaware of
the complexity of the classroom climate dynamics or of some of the
elements essential to a positive climate. I also am not suggesting that
teachers do not care about the climate in their classrooms. I mean to
say that teachers may not have a thorough understanding of classroom
climate and they may be inattentive to their roles in consistently
creating and maintaining a positive climate in their classrooms. As
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previously stated, I do not believe the teachers’ unawareness or
inattentiveness is intentional. They have simply not seen the need to or
have not had reason to critique their teaching behaviors before. I submit
that teachers can gain operational control over the climate in their
classrooms and keep it functioning at a positive level if they are aware of
how to do so. To this end, professional development in the area of the
teacher’s relationship to classroom climate becomes the issue.
Pilot Professional Development Workshop
The presenter in the professional development setting, like a
teacher in a classroom, must provide the audience with information they
see as tangible, practical, and applicable to them in their daily
experience. As Elmore (1992) had suggested, for teachers to change their
teaching practice based on an organizational change by the school is
difficult and changes that do occur are generally short-lived - - unless
they are realistic, believable, and not presented as a one time deal when
it appears to most teachers, myself included, that no one really places
any stock in this topic anyway. I maintain that professional
development workshop presenters, just like good classroom teachers,
should present relevant material in a comfortable, communicative
atmosphere with a constant awareness of all participants, the physical
environment, the intellectual climate, and the emotional climate in order
for that workshop to be effective and applicable. Then, a follow up
workshop ought to be conducted for teachers to have an opportunity to
give feedback to the presenter, to administrators, and to one another.
Lack of follow up and any vested interest in a topic stop it very quickly
from being taken seriously.
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The theory that teachers can gain operational control over the
climate of their classrooms if they have the necessary information from
which to work led me to develop a pilot inservice teacher training
workshop on classroom climate and teacher behaviors. This pilot
workshop was successfully presented to a 30 member faculty and
administration in the junior-senior high school in a small suburban
Massachusetts community. This was a two and a half hour workshop
which took place on a regularly scheduled system wide curriculum
release day.
The Workshop: “Preparing for Education Reform: The
relationship among teacher instructional technique, teacher
behavior, and classroom climate.” My primary objectives in presenting
the topics of classroom climate and teacher behaviors were (a) to be the
“classroom teacher” and to hit the “students” in my “class” between the
eyes with as many varied teacher behaviors as I could in as natural a way
as possible and (b) to have them experience a realistic range of
intellectual and emotional climates within our time together as a class.
I refer to myself as the teacher and to the teachers and administrators in
attendance as my students from this point forward.
I began the workshop at exactly 12:30, the scheduled time for the
inservice activity to commence, intentionally with no introductory
comments or announcements. My class was across the hall from my real
life classroom in the library of the school. Not all students were present
at the time class began. This was my first opportunity to use my
behaviors to vary responses to the tardy students as they entered the
room. These responses ranged from only a smile, to asking where their
pass was with or without a smile, to raising my voice and asking where
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they had been and if they had not heard the bell. In the five minutes or
so that it took for the stragglers to get to class, I had begun talking
about taking an in-school field trip. There were grins, silence and a
couple of raised eyebrows, but no one said anything more than repeating
the words ‘field trip’ in an interrogative tone. They were, for the most
part, at least curious.
When I was reasonably sure all were present, I asked them to
count off by fives. This was, to my internal amusement, not done
flawlessly and caused me once to chuckle, once not to respond at all and
wait for the student to get the correct number (which was not six!), and
once to raise my voice and ask if they knew how to count to five. We had
not been into the workshop at this point for more than 10 minutes and
there were noted student responses, particularly facial expressions.
Some stared right at me, others looked down. Others tried to get their
neighbors attention unsuccessfully. In any event, everyone now had a
number from one to five and I asked them to remember theirs.
I intentionally wanted them to have as little information as I could
give them for their little field trip around the building so I simply said,
“You and your group members will be taking a field trip around this
building. You will travel on both floors observing all you can, whatever
you can. You will not, absolutely not, talk. Do not talk. As you leave
this classroom, you will proceed in your assigned direction and return
immediately when you finish your tour. Any questions?” One student
raised her hand and said, “What are we looking for?”

I responded coolly,

“You were told to walk the building and observe” and I looked around for
any other questions. She looked puzzled as did several other students. I
asked all the number fives to stand, which they did. Not one of them
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moved from their table area until I asked them to come up to the front of
the room. They were given their directions and the calling of groups
continued in the same pattern from the number fives down to the
number ones.
It would take the groups ten to fifteen minutes to walk carefully
around the building, so I just stood in the doorway of the library or
slightly into the hallway and observed. Three of the five groups had to
walk directly past me in the course of their journey. One group was in a
perfectly straight line one behind the other with most looking in all
directions completing their assignment. One group walked silently in a
scatter diagram formation and the third that passed me looked like a
band of little mischief makers ready to burst. This third group paid more
attention to me as they walked past than they did to their observing
assignment. During this time, I watched the guidance office secretary,
who was about thirty feet up the hallway in her office doorway, watching
these little groups walk silently past her. She laughed after the second
time it happened because she said “hi” to a couple of the students and
was essentially ignored. She walked slowly toward me trying not to
laugh. When she got close enough to me she said, “I wanted to laugh so
bad but nobody was talking, they wouldn’t even say hello, and that first
bunch looked so serious! What are they doing?” I smiled and said,
“They’re.on an in-school field trip.” “Doing what?” she inquired. “They
think they’re observing.” “Oh,” and off she went grinning and shaking
her head. My students were beginning to return now.
As my students began reentering the classroom, some still were not
talking, and others looked like they had truly just gotten off the bus that
returned them to school after a real field trip because they were going
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back to their original seats which just so happened to have been with
their friends. The climate in the room grew more animated as all were
returning. I am convinced in hindsight that the students expected me to
have a check list of some sort, like a scavenger hunt might have because
they seemed to be anxiously awaiting my next move as they talked. That
move was simply to ask them, “How did you like your field trip?” There
was momentary silence and then one of the students said, “It was fun.” I
smiled and said, “Good!” Others comments, to which I made little verbal
comment except to encourage more responses, flowed from there. “I
didn’t get it.” “What was I supposed to see?” “It was weird not knowing
what to look at, so I figured I was supposed to look for something. Was
that right?” “It would be hard to get from one end to the other in two
minutes.” “I didn’t like my group.” The next comment was perfect for my
next “teacher behavior.” “I was frustrated,” said one student. I looked
toward the direction of the voice, knowing full well whose it was, and
asked, “Who said that?” with a bit of a tone. One of the young men in
the class said, “Me, Bill.” I sarcastically and somewhat mockingly said,
“Oh, Billy was frustrated. Tell us why, Bill.” Firstly, he looked shocked
at my response, I hoped because of my tone, and he stated flatly,
“Because I couldn’t talk.” Well, “Billy’s” classmates got a chuckle out of
that since, in real life “Billy” is a social studies teacher whose chosen
teaching method is lecturing. I said nothing and he just smiled
sheepishly and said no more. Some sort of a class reaction then took
place as the other students began to chatter. I watched and listened as
they shared their field trip experience and/or vented their frustrations
with their classmates.
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A few minutes later I asked for their attention back and got it
reasonably quickly considering the escalation from chattering to across
the room exchanges that had taken place. I then posed my next
question to them which was to ask what they had seen on their trip.
Single word answers, some cute, some snippily blurted out, and some
quietly injected into the listing began the answering of the question. A
sampling of what I heard would be words like walls, clocks, windows,
desks, books, bulletin boards, and no kids. Then longer comments such
as, “I noticed the decorations in so-and-so’s room. They were great!” and
“I never paid much attention to the kindergarten rooms downstairs.
Those desks are so tiny,” started popping out as the level of enthusiasm
of the students once again rose. This time I stopped them cold and told
them to gather their belongings because we were moving to another
room. Again, stunned faces, some curious, some furious. They now
shuffled themselves from what seemed to be relative comfort in the
library and shifted into the unknown black hole of being a student “Now what is she going to do?” or, worse yet, “What is she going to make
us do?” I asked them to go across the hall into my real classroom and
not to sit down.
Not unlike asking them to count off by fives, asking them to seat
themselves in alphabetical order was even funnier. It sure wasn’t easy - and they could talk this time. Arguments unanticipated by me broke out
over where to start with the beginning of the alphabet. I just assumed
they would begin in the first seat of the row to the left of me, the
teacher, as I stood at the front of the room. One teacher thought the
beginning of the alphabet should be in the last seat of the fifth row and
go what I thought to be backwards from there. They seemed to have fun
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getting where they were going after I asked the As to start where I had
assumed they would anyway.
Very few of my students liked the seats they were in citing “too
close to or far away from the teacher, too far away from friends, too near
or far away from the door or the windows, or too in the middle” as their
reasons. I asked them to think for a moment in silence about where they
would sit if they had the opportunity to choose their own seat. They
then had the chance to move to that personally chosen seat. Only two
people stayed in the same seat they had been in alphabetically. All
others moved somewhere else in the room. And, one more time, the
excitability level rose. Why? Because they were back to comfortable.
By now most of my colleagues had begun to make connections
between the silent field trip, the more obvious use of voice intonation,
the occasional favoritism, the abruptly interrupted fun, the shifting from
one room to another and the title of their workshop “Preparing for
Education Reform: The relationship among teacher instructional
technique, teacher behavior, and classroom climate.”
The final hour of the workshop was spent in large group discussion
with, to my pleasant surprise, a great deal of interaction among “the
students.” After I had briefly explained my dissertation research and how
this workshop came to be, I asked them to apply it to what they had
experienced with me during the last hour and 30 minutes. Once they
understood what they had been aware of, they also became aware of all
that they hadn’t noticed or paid attention to.
For me as a teacher, colleague, and presenter, the revelation had
taken place. Being aware of all that can be missed by a teacher who is
not completely tuned in forced poignant and honest comments to the
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group like, “I can’t believe it. I do that all the time and then when the
kids ask me questions I get annoyed” referring to often giving
assignments and not thoroughly explaining them or assuming the
students will figure it out on their own. “I think I must be too sarcastic
because it really struck me when you called Bill “Billy” how I must sound
sometimes to the kids.” “It was very hard for me not knowing what I
would have to do next. I should be more careful and map out for the
class where we’re going.” One teacher even said, “I am oblivious!”
My closing remarks to the group were a request that they put
themselves in the students’ shoes, where they literally had just been, as
they teach day by day, that they remember they are teaching students a
subject and not teaching a subject to students, and that they never lose
sight of the powerful influence they have daily on every student who
passes through the door of their classroom. Finally, I asked that they
see that they are dealing with flexible and sensitive children and to
understand the impact of a positive classrom climate as it provides an
atmosphere in which all children can learn, grow, and meet with success.
Other Implications
The pilot inservice teacher training workshop described above, by
the time it was over, had validated my hunch that teachers may fail to be
aware or or to consciously attend to their own behaviors which affect
climate in their classrooms. I also learned of the teachers’ willingness to
self-evaluate and recognize behaviors that may not contribute positively
to the climate of their classroom.
Beyond the professional development of teachers to help ensure
their awareness of classroom climate, additional implications of this
study include these:
220

1. The need for teachers to survey the students in each of their
classes at the very beginning of the school year to get their
perceptions of ideal classroom climate. A subsequent discussion
between the teacher and the students regarding the results of the
survey would allow specific information and thoughts not covered
by the survey to be shared in order to create a positive classroom
climate from the onset of the academic year.
2. The need for administrators, teachers, and evaluators to see
the role of the supervision and evaluation process in
constructively, not superficially, addressing the issue of positive
classroom climate. As this study showed, some teachers appear to
have a blurred or narrow view of the actual climate in their
classroom. Frequent classroom visitations by administrators and
colleagues, as espoused by Saphier (1987), could provide useful
and constructive feedback to teachers about the climate in their
classroom by addressing specific incidents or behaviors seen as
contributing to the positive or negative climate of that class.
3. Because students should be considered key players in classroom
climate, seeking their input about what makes a positive
classroom climate for them at the beginning of the school year, as
previously mentioned, is paramount. Having worked with and
nurtured a group of students for an entire academic year, a
teacher’s perception of classroom climate based on those students
can not be terminal. The next logical step is clear articulation, in
the team setting where applicable, of classroom climate profiles
between teachers from one grade of the next which could ease the
transition into the next academic year for all students and for
teachers as well.
The implications of this study set the groundwork for
recommendations for future classroom climate research.
Recommendations for Future Research
The results of this study support earlier climate research
conclusions regarding differences existing within schools (Arends &
Schmuck, 1990; Goodlad, 1984; Pallas, 1988; Rutter, et al., 1979;
Schmuck, 1982). The qualitative results in particualr are the basis for
creating broad climate profiles for positive and negative classrooms
similar to those posed in school, classroom, and teacher effectiveness
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research (Brophy, 1986, Brophy & Good, 1974; Carnegie Report,
1989;Good & Brophy, 1992; Lipsitz, 1984; Miller, 1983; Saphier 1987;
Van Hoose & Strahan, 1988). Earlier climate research and educational
reform efforts have created clear, understandable parameters and
definitions detailing the broad outlines of positive classroom climate.
What this research did not do was to describe how to attain positive
clssroom climates. Based on the results of the current study, which
demonstrates what teachers and students hold as important elements of
positive classroom climate, the following recommendations for future
research are made.
1.

Classroom climate researchers should continue to explore the
differences in classroom climate at the elementary, middle, and
high school levels.

2.

Classroom climate researchers should focus more specifically on
individual grade levels among elementary, middle, and high schools
in search of similarities and differences that may contribute to the
learning and achievement of students at that grade level.

3.

Grade level classroom climates should be explored more in-depth.
a. from teacher and student points of view to examine where
similarities and differences are and why they exist and to
determine where in the chronology of schooling the gap between
teacher and student perceptions of classroom climate widens and
why.
b. from the student point of view to examine their role in
the determination and perception of classroom climate and to
discern the specific role of student input into classroom events.
Conclusions
School and classroom climate variables have been discussed in the

literature over the past decades with increasing detail and specificity.
Lists and profiles have been created of successful positive climate
elements. One contribution made by this study to existing classroom
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climate literature is the suggestion that teachers appear to be unaware of
or inattentive to their own behaviors which may ultimately affect the
climate of their classrooms. More important is the proposal set forth in
this study that teachers can gain operational control of classroom
climate in order to provide maximum learning potential in a safe and
secure environment for all students. Establishing safe environments for
students will happen when administrators and teachers understand more
fully that the climate of any classroom is the result of a complex system
of human dynamics worthy of their attention.
The eighth grade teachers in this study were sincere and genuine,
regardless of what their classroom climate was. All participated willingly
and without fanfare. I did not see this group of teachers as burned out,
but perhaps as perceiving themselves to be victims of circumstances
which they believed were beyond their control. They each revealed a need
to be recognized and understood and to belong in this “place called
school” (Goodlad, 1984). They each had chosen teaching as a profession
years ago, most likely for reasons related to their love of children and
learning. Though important ingredients in the recipe for fine teaching,
love of children and learning do not automatically lead to being able to
effectively relay and relate knowledge. Finely tuned interpersonal skills,
empathy for childhood and early puberty, and the ability to teach
children a subject (not a subject to children) with understanding and
thoughtfulness are the key ingredients in a successful, positive
classroom.
The eighth grade students in this study made me smile and laugh,
they made me want to help them to understand the role of teachers and
education on their road to becoming fine, contributing young adults.
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They made me see real and ideal all in one. They were anxious to learn
and interested in doing so even though some acted out their need for
attention in more negative ways than others. Their minds were eager and
wide open, their characters still willing to mature and nurture their
sense of knowing right from wrong with a gentle push from an
understanding adult. They presented me, just by being themselves, with
a renewed exuberance for education and with a renewed hope that all
educators will begin to treat all children as though they were our own.
All children deserve every opportunity to grow intellectually strong and
socially sound in our classrooms. The students’ voices in this study
brought life to all the statements made in earlier classroom climate
literature about the need for teachers to understand the students and
the level they teach.
Van Hoose and Strahan (1988) captured one of those reasons for
teachers paying attention to individual students and the climate in their
classrooms in their discussion of how teachers can play a role in the
lives of adolescents by dispelling what they termed “the big lie:”
Perhaps the most powerful risk of adolescence is the “big lie.” . . .
The big lie that virtually all young people are told is that they are
inadequate because they are different. The lie is an inevitable part
of childhood. It is communicated when parents and teachers
correct children ... It is reinforced by the inevitable tendency to
compare the behavior of one young person to others. The big lie
reaches its greatest strength in young adolescence around the age
of 12. It is during this time that middle level students compare
themselves to to others in almost every dimension of their
development. Unfortunately, the inevitable conclusion of their
comparisons is that they are different and, therefore, inadequate.
What can the teacher do?
First, students can be told about the big lie. It can be conveyed
that it is out there, lurking seductively, waiting to entice them into
a sense of inadequacy. Second, it can be made clear that they can
choose not to accept this type of mind set. They do not have to
believe in the lie. Third, they can be informed that the lie is based
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on perceived differences between themselves and others. They need
to know that whether they want to be different or not, they are at
a stage where the differences are greater than at any other time in
their lives. . . . Fourth, they can be helped to separate their
behaviors from who they are. Parents and teachers have every
right to expect appropriate behavior and hold young people
accountable for their behavior. But, adults should deal with the
behavior, not attack the character of a young person. ... If these
are cultivated, educators will be more effective in attending to the
big lie and more likely free young adolescents to be the best they
can be academically, intellectually, socially, and personally (p. 23).
What more could any teacher do for a child than teach each one as
best they can to love to learn and broaden their horizons, to use their
minds to their full potential, to respect themselves and those around
them, to tolerate differences of all kinds, and to be the best they can be?
As a result of my continuous journey as a teacher, as a learner, and as
parent, my answer to that question is - there is no more.
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APPENDIX A
INTRODUCTION TO STUDENT INTERVIEWS
AND INTERVIEW QUESTIONS

Introduction to Student Interview:
Before we begin, you need to pick a pseudonym, a name other than your
own, by which you will be referred to in my dissertation and any other
papers or presentations that may follow. Your real name, or any
reference to you, will not be made at any time in the reporting of this
research.
I appreciate your taking the time for this interview on the topics of
classroom climate, teacher behaviors, and teacher/student interactions.
Please answer the following questions as openly as possible for your
classes. You understand that this interview will be tape recorded only
for the purpose of reviewing information and accurately documenting it.
Your teacher will never know anything you say during this interview, nor
will anyone else. Part of my job as a researcher is to make sure your
answers are kept entirely confidential. I will not talk to anyone about
your specific answers.

DEFINITIONS: classroom climate (atmosphere, tone, culture)
teacher behaviors (like student behaviors/actions/deeds)

INTERVIEW QUESTIONS
1) Please think of your five core subject area classrooms (not your
Specials). Without using any teachers' names, please describe what
makes each class pleasant/unpleasant, comfortable/uncomfortable.

2) a. What is it that a teacher DOES that makes you feel GOOD in any
classroom? (expand/give examples)
b. What is it that a teacher DOES that makes you feel BAD in a
classroom?
c. Referring to your period (#) class, what makes you feel
comfortable /uncomfortable?
3) How do you think TEACHER BEHAVIORS affect you generally? your
classmates? Give specific examples.
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4) How does a teacher's behavior affect your achievement? your
motivation to learn? How?

5) Would you like to add to anything we have said here today? Do you
have any questions for me to answer?

Thank you very much for your participation.
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APPENDIX B
INTRODUCTION TO TEACHER INTERVIEWS
AND INTERVIEW QUESTIONS

Introduction to Teacher Interviews

Before we begin, you need to pick a pseudonym by which you will be
named in my dissertation and in any other papers or presentations
which follow. At no time will your real name be used.
I appreciate your taking the time for this interview on the topics of
classroom climate and teacher/student interactions. Please answer the
following questions as openly as possible for your classes. This interview
will be tape recorded for the purpose of reviewing information and
accurately documenting it.
The information obtained in this interview will not be shared with
anyone including other teachers, administrators, students, or parents.

DEFINITIONS: classroom climate = atmosphere, tone, culture
teacher behaviors = what you do and how you do it

INTERVIEW QUESTIONS
1) Please describe what makes each of your classes pleasant/unpleasant,
comfortable/uncomfortable in terms of classroom climate.
2) Please describe your behaviors as a teacher.
3) Do you believe your behaviors affect students? If so, how? If not,
why not?
4) Do you believe your behavior affects students' achievement? How?
5) Do you have any questions?
Again, let me assure you that your name and the specifics of your
responses will not be shared with anyone.

Thank you very much for your participation.
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APPENDIX C
CLASSROOM CLIMATE SURVEY (CCS)

Part A
The CFK, Ltd., School Climate Profile
General Climate Factors*

Purpose
This instrument gives you and opportunity to express your feelings
about may aspects of your class’s climate. Although it may not include
every item you consider important in your class, it does provide an
overall assessment of your class’s climate.

Directions
1) Check the correct category: _teacher

_student

2) Read each item thoughtfully and indicate a rating under both the
“WHAT IS” column and the “WHAT SHOULD BE” column. Use the
scale below to indicate your rating for each item in both columns. This
scale should be used throughout the survey. It is repeated at the top of
each page for your reference.
1 - Almost Never 2 - Occasionally

3 - Frequently 4 - Almost Always

3) In the box at the bottom of each section, total your score. Your
lowest possible score for each section would be 5; the highest possible
score would be 20.

It is very important that you read each statement carefully before
answering.

* Adapted with permission from:
Howard, H., Howell, B., & Brainard, E. (1987). Handbook foil
Conducting School Climate Improvement Projects. Bloomington, IN: The
Phi Delta Kappa Educational Foundation.
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1-Almost Never

2-Occasionally 3-Frequently 4-Almost Always
WHAT IS

Respect
1. In this class even low achieving students
are respected.
2. The teacher treats students as a person.
3. Parents are considered by this teacher
as important collaborators.
4. The teacher from this subject area
respects those from other subject areas.
5. This teacher is proud to be a teacher.
Respect TOTAL

Trust
1. Students feel that the teacher is
on their side.
2. While we don’t always agree,
we can share our concerns with
each other openly.
3. Our teacher is s good spokesperson
for our interests and needs.
4. Students can count on this teacher
to listen to their side of the story
and to be fair.
5. This teacher trusts students to use
good judgment.
Trust TOTAL
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WHAT
SHOULD
BE

1-Almost Never

2-Occasionally

3-Frequently

4-Almost Always

WHAT IS

High Morale
1. This class makes students
enthusiastic about learning.
2. The teacher feels pride in this class
and in its students.
3. Attendance is good: students stay
away only for urgent and good
reasons.
4. The teacher and students would rise
to the defense of this class’ program
if it were challenged.
5. I like being in this class.
High Morale TOTAL

Opportunity for Input
1. I feel that my ideas are listened
to in this class.
2. When important decisions are made
about this class, I personally have
had input in the process.
3. Important decisions are made in this
class by the teacher with representation
from students.
4. While I obviously can’t have a vote on
every decision that is made in this class
that affects me, I do feel that I have some
important input into that decision.
5. When all is said and done, I feel that
I count in this class.
Opportunity for Input TOTAL
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WHAT
SHOULD
BE

1-Almost Never

2-Occasionally

3-Frequently

4-Almost Always
WHAT IS

Continuous Academic and Social Growth
1. This teacher is “alive”; he/she is interested
in life around them; he/she does interesting
things outside of school.
2. This teacher is “out in front”, seeking better
ways of teaching and learning.
3. Students feel that this class is meaningful
and relevant to their present and future needs.
4. The other Green/White Team teachers
are growing and learning, too. They are
seeking new ideas.
5. This teacher supports parent growth.
Regular opportunities are provided for
parents to be involved in learning
activities and in examining new ideas.
Continued Growth TOTAL

Cohesiveness
1. Students would rather attend this
class than transfer to another.
2. There is a “we” spirit in this class.
3. The teacher and students collaborate
toward making this class effective;
there is little teacher/students tension.
4. Differences between individuals and
groups are considered to contribute to
the richness of this class, not to
negative influences.
5. New students are made to feel welcome
and part of the group.
Cohesiveness TOTAL
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WHAT
SHOULD
BE

1-Almost Never

2-Occasionally

3-Frequently

4-Almost Always
WHAT IS

Class Renewal
1. When a problem comes up, this teacher
has a procedure for working with it;
problems are seen as normal challenges,
not as “rocking the boat.”
2. This teacher encourages students to
challenge their subject rather than
to simply accept it.
3. When a student comes along who has
special problems, this teacher works
out a plan to help that student.
4. Students are encouraged to be creative
rather than to conform.
5. Careful effort is made when new topics
are introduced, to adapt them to the
particular needs of all students.
Class Renewal TOTAL

Caring
1. I can count on the teacher
of this class.
2. The teacher really care about students.
3. I think the 8th grade teachers care about
me as a person and are concerned about
more than just how well I perform.
4. I feel wanted and needed in this class.
5. Most teachers on this wing are kind.
Caring TOTAL
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WHAT
SHOULD
BE

APPENDIX D
COMPUTERIZED VERSION OF ORIGINAL NOTES - T5

Thursday

9:16-10:56

Conversational French

Divisions PS

T5s Conversational French class consisted of 9 girls and 13 boys seated
in student desks in 5 rows.

9:16 BELL 6 kids in room
T at front at TV/goes to board writes etre and its conjugations - back
to kids
"Look up here, please." Take out your notebooks, please.
All notebooks open to a blank page." "Can you put the stock market
away, please. We have something to do." 'Who's got a watch on?"
"9:31" "Jon, lined paper in the back of the room." (chattering)
"OK, on the board. Ned, are you ready?" (turns lights out)
"I don't care_doesn’t matter." "Excuse me, I'm talking."
"The 2nd most important verb in French ETRE. Je suis means I am
(points), tu es-you are - talking to one person, il est which means he is,
elle est, I think you know, nous avons-we are, vous avez talking to two or
more people, ils sont- they are."
"I have a short clip to show you. I'm gonna show you a veiy short clip.
Anybody want to ask me a question? Does everyone understand what
(T5) says? Pay attention now. You don't have to now this point."
"Ned?" "Ned, that's twice."
"I'm going to put you together with a partner. 5 or 10 minutes. Before I'm gonna go over the parts of the verb."
T says verb and has Ss repeat each form.
'With a partner, I want you to practice this verb." "Adam, be my partner
for a second. I say, "I am." "Je suis." Meghan, be my partner for a
second. "You are." "Tu es." "OK, good!." "Fred - she is." 'We are,
Nicole." "Nous sommes - right!." "S sounds like z in front of vowels."
"I don't want to leave you out. Ned, do you think Mrs. Pfeil might give
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you a quiz on this tomorrow?" "Any questions?" "For the next five
minutes, while you're doing that, (goes to box) (T5) has all the sheets on
weather and seasons. Take one of every sheet."
9:30
"I'm gonna play the tape, (lights on/tape until 9:35)
"Do you need sheet? Come on up here, please."
SSC kid wants to leave to get notebook. T buzzes office to ask them to
ask SSC teacher if its OK. "Can Paul come down and get his notebook?"
(T and S standing at front/side of room waiting for a reply) (none comes)
"Ladies, I don't hear you practicing." "Let me call back." "Mr. Dei says
it's your decision." "OK, Paul, you go and come right back."
T ducks down, combines partners into 4s. "OK, the 4 of you: je suis, etc."
T looking as Ss repeat. Looks/repeats faster/smiles/ "tres bien!."
T back to video - fusses. Over to board - "I'm gonna erase this off the
board. Everybody got it?"
(lights off) "Stop what you're doing. Take out your sheets on weather and
seasons. Ladies, let's go. Sheets on weather and seasons, Jonathan.
Weather and seasons, everybody. Meg, go back to cover sheet.
Jonathan, go back to cover sheet." T holds up paper "Back to your seat.
You gotta do what I tell you when I tell you go."
"I know you're all tired, but we gotta do this. ?, all set? Ned, where are
your sheets, Hon?" "Anybody besides Ned need sheets? Fred, do you
need these, Honey?"
(T at front getting sheets)
9:30 "Anyone else need sheets?" 2 then 3 kids go up front to get sheets.
(lights off) "OK, we're all set. Ecoutez, clase! Ecoutez!
"Quiet now, I spend all this time getting you sheets - have them in front
of you, please. I would sincerely appreciate that."
(T starts audio tape on weather - Ss use sheets to follow along)
(tape playing) "1st page, Tommy." (as she is repeating tape)
"If I have to tell you again, I'll remove you. I don't hear a word out of
you, Miss Wood. Come on, Dan, let me hear you. Good, Jake. Good,
Matthew."
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(Up and down rows/ pats kid on shoulder as she passes by)
"Feet under desk, turn around." "Good, kids, good. That was good, that
was good."
9:41
"Don't be shy, Dan. Lemme hear ya." "Look at the bottom half." (T
repeats French) "Good! Some of you said it."
(tape off) "I decided to give you, I am going to quiz you tomorrow. Let me
go over these with you. Group 5 on seasons. Going over expressions.
First page now."
"If I don't hear you say it individually, I'm not gonna trust you with a
partner (aloud/repeating/walking all around) for this part."
"Now, the bottom half - oral quiz. I don't think you would have trouble
with it."
9:44
"Now let's do complete sentences." "For 5 minutes-quiz first-these will
be the 5 on the quiz tomorrow. I'm telling you, circle French and
English. The last one I'll give you is_."
"Get with your partner." (lights on)
(Ss now with partners T moves with groups of 4. "Over here, you're the
4th one, over here. You're a group of 4, now park it! Hey! Stay right
here! D, do this after me. No, let me hear you. D, do you know what to
do? M, do you know what to do? Are you OK?"
"Quiet now. It's my turn. Stop talking, (lights out)
"Take out one of your sheets for me, please. The one with the guy with
the scarf on it. OK, now, Matt Petty, if you had to map these pictures Fred, you've got to be quiet now - this one has to do with the weather
now, Matt. This is one of the ones on the quiz, all right, Matt, what
about II y a ... il pleut?"
Let's go to picture #2. B, you're on the wrong page. A, Whadya skip the
? or are you done?"
"all right, #3 -bird in trees - great guys - just put the letter inside the
picture."
"Which letter is that, Jonathan? #3" "a" "write 'a'" "put in ’a"'
"look at the guy in #4 - it's raining, il pleut.”
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"The last one, kids shows lightening. Just put your letter. E D A C and
B I'll give you the letters one last time E D A C B. Any questions? Also,
now, let's do one more and let's stop. Picture with the umbrella. B , you
gotta stop ...ing her, she's getting aggravated"
BELL "You wait a minute! Everybody sit, everybody sit. Sit. What is
quiz on tomorrow? The first five, all right!
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APPENDIX E
COMPUTERIZED VERSION OF ORIGINAL NOTES - T5
SAPHIER ’’MOVES" NOTED

Thursday

9:16-10:56

Conversational French

Divisions PS

T5s Conversational French class consisted of 9 girls and 13 boys seated
in student desks in 5 rows.

9:16 BELL 6 kids in room
T at front at TV/goes to board writes etre and its conjugations - back
to kids
[USE OF SPACE]
"Look up here, please." Take out your notebooks, please.
All notebooks open to a blank page." "Can you put the stock market
away, please. We have something to do." 'Who's got a watch on?"
"9:31" "Jon, lined paper in the back of the room." (chattering)
[EXPECTATION]
"OK, on the board. Ned, are you ready?" (turns lights out)
"I don't care_doesn't matter." "Excuse me, I'm talking."
[ATTENTION] [EXPECTATION]
"The 2nd most important verb in French ETRE. Je suis means I am
(points), tu es-you are - talking to one person, il est which means he is,
elle est, I think you know, nous avons-we are, vous avez talking to two or
more people, ils sont- they are."
[MOMENTUM]
"I have a short clip to show you. I'm gonna show you a very short clip.
Anybody want to ask me a question? Does everyone understand what
(T5) says? Pay attention now. You don't have to now this point."
[PRINCIPLES OF LEARNING]
"Ned?" "Ned, that's twice."
[ATTENTION]
"I'm going to put you together with a partner. 5 or 10 minutes. Before I'm gonna go over the parts of the verb."
[PRINCIPLES OF LEARNING]
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T says verb and has Ss repeat each form.
'With a partner, I want you to practice this verb." "Adam, be my partner
for a second. I say, "I am." "Je suis." Meghan, be my partner for a
second. "You are." "Tu es." "OK, good!." "Fred - she is." 'We are,
Nicole." "Nous sommes - right!." "S sounds like z in front of vowels."
"I don't want to leave you out. Ned, do you think Mrs. Pfeil might give
you a quiz on this tomorrow?" "Any questions?" "For the next five
minutes, while you're doing that, (goes to box) (T5) has all the sheets on
weather and seasons. Take one of every sheet."
[ATTENTION] [PRINCIPLES OF LEARNING] [EXPECTATION]
9:30

"I'm gonna play the tape, (lights on/tape until 9:35)

"Do you need sheet? Come on up here, please."
SSC kid wants to leave to get notebook. T buzzes office to ask them to
ask SSC teacher if its OK. "Cain Paul come down and get his notebook?"
(T and S standing at front/side of room waiting for a reply) (none comes)
"Ladies, I don't hear you practicing." "Let me call back." "Mr. Dei says
it's your decision." "OK, Paul, you go and come right back."
T ducks down, combines partners into 4s. "OK, the 4 of you: je suis, etc."
T looking as Ss repeat. Looks/repeats faster/smiles/ "tres bien!."
[PRINCIPLES OF LEARNING]
T back to video - fusses. Over to board - "I'm gonna erase this off the
board. Everybody got it?"
(lights off) "Stop what you're doing. Take out your sheets on weather and
seasons. Ladies, let's go. Sheets on weather and seasons, Jonathan.
Weather and seasons, everybody. Meg, go back to cover sheet.
Jonathan, go back to cover sheet." T holds up paper "Back to your seat.
You gotta do what I tell you when I tell you go."
[EXPECTATION] [CLARITY]
"I know you're all tired, but we gotta do this. ?, all set? Ned, where are
your sheets, Hon?" "Anybody besides Ned need sheets? Fred, do you
need these, Honey?"
[PERSONAL RELATIONSHIP BUILDING]
(T at front getting sheets)
9:30 "Anyone else need sheets?" 2 then 3 kids go up front to get sheets.
(lights off) "OK, we're all set. Ecoutez, clase! Ecoutez!
[EXPECTATION] [ATTENTION]
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"Quiet now, I spend all this time getting you sheets - have them in front
of you, please. I would sincerely appreciate that."
[EXPECTATION]
(T starts audio tape on weather - Ss use sheets to follow along)
(tape playing) "1st page, Tommy." (as she is repeating tape)
[ATTENTION]
"If I have to tell you again, I'll remove you. I don't hear a word out of
you, Miss Wood. Come on, Dan, let me hear you. Good, Jake. Good,
Matthew."
[DISCIPLINE] [ATTENTION] [PERSONAL RELATIONSHIP BUILDING]
(Up and down rows/ pats kid on shoulder as she passes by)
"Feet under desk, turn around." "Good, kids, good. That was good, that
was good."
[PERSONAL RELATIONSHIP BUILDING] [EXPECTATION]
9:41
"Don't be shy, Dan. Lemme hear ya." "Look at the bottom half." (T
repeats French) "Good! Some of you said it."
[PERSONAL RELATIONSHIP BUILDING]
(tape off) "I decided to give you, I am going to quiz you tomorrow. Let me
go over these with you. Group 5 on seasons. Going over expressions.
First page now."
[MOMENTUM]
"If I don't hear you say it individually, I'm not gonna trust you with a
partner (aloud/repeating/walking all around) for this part."
"Now, the bottom half - oral quiz. I don't think you would have trouble
with it."
[CLARITY] [MOMENTUM] [EXPECTATION]
9:44
"Now let's do complete sentences." "For 5 minutes-quiz first-these will
be the 5 on the quiz tomorrow. I'm telling you, circle French and
English. The last one I'll give you is_."
"Get with your partner." (lights on)
[MOMENTUM] [EXPECTATION]
(Ss now with partners T moves with groups of 4. "Over here, you're the
4th one, over here. You're a group of 4, now park it! Hey! Stay right
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here! D, do this after me. No, let me hear you. D, do you know what to
do? M, do you know what to do? Are you OK?"
[ATTENTION] [EXPECTATION]
"Quiet now. It's my turn. Stop talking, (lights out)
"Take out one of your sheets for me, please. The one with the guy with
the scarf on it. OK, now, Matt Petty, if you had to map these pictures Fred, you've got to be quiet now - this one has to do with the weather
now, Matt. This is one of the ones on the quiz, all right, Matt, what
about II y a ... il pleut?"
[MOMENTUM] [ATTENTION] [EXPECTATION]
Let's go to picture #2. B, you're on the wrong page. A, Whadya skip the
? or are you done?"
"all right, #3 -bird in trees - great guys - just put the letter inside the
picture."
[ATTENTION] [MOMENTUM] [EXPECTATION]
"Which letter is that, Jonathan? #3" "a" "write 'a.put in 'a'
"look at the guy in #4 - it's raining, il pleut.
"The last one, kids shows lightening. Just put your letter. E D A C and
B I'll give you the letters one last time E D A C B. Any questions? Also,
now, let's do one more and let's stop. Picture with the umbrella. B , you
gotta stop ...ing her, she's getting aggravated"
[PRINCIPLES OF LEARNING] [MOMENTUM]
BELL "You wait a minute! Everybody sit, everybody sit. Sit. What is
quiz on tomorrow? The first five, all right!
[EXPECTATION] [ATTENTION] [CLARITY]
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APPENDIX F
SAPHIER ANALYSIS: OBSERVATION WRITE-UP

Classroom Observation: Conversational French - T5

T5s Conversational French consisted of 21 students: nine girls and
thirteen boys seated in five rows of student desks. The objectives for this
lesson were the introduction of the French verb ETRE and a
continuation of weather and season vocabulary.
Careful planning on the part of T5 was in evidence throughout this
Conversational French class. At the beginning of class, T5 introduced
the verb ETRE. (“Look up here, please. All notebooks open to a blank
page. The second most important verb in French - ETRE,”) state as T5
points to the chalkboard where the verb was in written conjugated form.
(Me suis means I am, tu es - you are talking to one person, il est which
means he is, elle est, I think you know, nous avons - we are, vous avez
talking to two or more people, ils sont - they are.”) T5 then moved keenly
into cooperative group work by stating her objective and using a student
to demonstrate. (“With a partner, I want you to practice this verb. A, be
my partner for a second. I say, “I am.” “Me suis.” “M, be my partner for a
second.” “You are.” ‘Tu es. j Students responded positively to T5s
involvement of them in activities of repetition and oral drill, each of
which is a necessity in any foreign language classroom.
In the process of doing what seemed to come very naturally to her, T5
consistently involved students, by name, in the activities of the class. (“I
don’t want to leave you out, N. Do you think T5 might give you a quiz
on this tomorrow?” “Sheets on weather and seasons, J. Sheets on
weather and seasons, Everybody.” “First page.T.”) Personal relationship
building and student attention resulted from the teaching techniques T5
utilized. Students could not help but be, at minimum, aware of what
was happening in this class. Any deviation from the task at hand was
intuitively dealt with instantaneous by T5 and student response was
likewise immediate.
Discipline, when necessary, was handled smoothly and with dignity for
each student. (“If I have to tell you again, I’ll remove you. I don’t want to
hear another words out of you, Miss W.” “Ladies, let’s go. M, go back to
the cover sheet.” “Quiet now. It’s my turn. Stop talking.” “D, do this
after me. No, let me hear you.”) T5 could have reprimanded students in
a way that would have embarrassed them in front of their peers, and
chose not to leading to a positive student reaction rather than a negative
one. Any misbehavior, though it may have been repeated by the same
student(s) minutes later, was dealt with and responded to with dignity.
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Overall, this class was in forward motion with constant student
participation and interaction of the teacher with students and the
students with each other. The teaching techniques used by T5 captured
the interest of the students in the class and actively involved them. T5
also demonstrated her ability to develop positive personal relationships
with her students while maintaining their respect even in situations of
discipline or reprimand.
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APPENDIX G
STUDENT CLASSROOM CLIMATE SURVEY RESULTS BY TEACHER

T 1

T2

T 3

T4

T5

T6

T7

T8

AVG/construct

ACTUAL
respect

15.6

14.5

13.9

16.5

15.6

15.7

16.4

15.8

15.5

trust

15.2

11.3

9.1

15.1

12.3

13.7

15.8

15.0

13.4

morale

15.0

10.2

8.8

13.4

12.3

13.2

16.1

16.2

13.2

input

14.2

11.6

10.3

13.8

12.5

13.7

14.3

14.0

13.1

growth

14.3

9.6

10.5

13.7

10.7

12.8

16.0

15.1

12.8

cohesiveness

15.5

10.7

9.8

14.2

12.3

13.6

15.7

15.0

13.4

renewal

15.2

9.1

12.8

14.4

11.9

12.5

16.7

15.5

13.5

caring

14.9

11.1

11.2

14.8

12.4

11.4

14.6

16.0

13.3

AVG/tchr

14.9

12.5

10.8

15.3

13.3

14.5

11.0

13.5

15.7

IDEAL
respect

19.0

18.9

19.4

19.3

16.9

18.8

18.8

19.2

18.8

trust

19.3

18.8

18.6

18.7

16.2

18.3

19.3

19.1

18.5

morale

19.5

18.4

17.9

18.6

15.9

18.1

19.3

19.2

18.4

input

19.1

18.2

18.0

18.5

17.7

18.4

18.4

19.3

18.5

growth

18.5

17.6

17.9

17.7

16.1

16.9

18.2

18.2

17.6

cohesiveness

19.6

18.1

18.6

17.7

16.3

18.2

18.8

18.3

18.2

renewal

19.3

16.8

19.0

18.6

17.3

17.6

19.4

19.4

18.4

caring

19.7

16.9

19.3

18.8

16.9

17.3

19.4

19.8

18.5

AVG/tchr

19.3
17.9

17.9

18.5
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18.4

18.9

16.7

18.6

19.1

APPENDIX H
STUDENT CLASSROOM CLIMATE SURVEY MEANS BY CONSTRUCT

ACTUAL

IDEAL

respect

15.5

18.8

3.2

trust

13.4

18.5

5.1

morale

13.2

18.4

5.2

input

13.1

18.5

5.4

growth

12.9

17.6

4.8

cohesiveness

13.4

18.2

4.9

renewal

13.5

18.4

4.9

caring

13.4

18.5

5.2
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difference:
ideal - actual

APPENDIX I
TEACHER CLASSROOM CLIMATE SURVEY MEANS
BY CONSTRUCT

ACTUAL

IDEAL

DIFFERENCE

(ideal - actual)

respect

18.3

19.6

1.3

trust

17.3

19.3

2.0

morale

17.7

20.0

2.3

input

16.7

18.4

1.7

growth

16.1

18.9

2.8

cohesiveness

17.3

19.1

1.8

renewal

17.7

20.0

2.3

caring

18.4

19.7

1.3
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APPENDIX J
COMPARISON OF TEACHER AND STUDENT
ACTUAL AND IDEAL MEANS ON THE CCS

Teachers

Students

respect
trust
morale
input
growth
cohesiveness
renewal
caring

18.9
17.3
17.7
16.7
16.1
17.3
17.7
18.4

15.5
13.4
13.3
13.1
12.8
13.4
13.5
13.3

AVERAGE

17.5

q!3.5

ACTUAL

IDEAL

respect
trust
morale
input
growth
cohesiveness
renewal
caring

19.6
19.3
20.0
18.4
18.9
19.1
20.0
19.7

18.9
18.4
18.4
18.5
17.6
18.2
18.4
18.5

AVERAGE

19.4

18.4
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APPENDIX K
COMPOSITE TEACHER CLIMATE PROFILES

Physical Environment (from observation)
most comfortable

T6

T7

least comfortable

T5

T2

ITU

T8

T4

T3

Intellectual Climate (fr< m observation)
most stimulating

T7

T5

least stimulating

T2

T6

ITU

T3

T8

T4

Emotional Climate (from observation)

\

most comfortable

T7

T5

T2

T4

T8

ira

least comfortable

T3

T6

lowest grades

T6

Figure 10.

Teacher 1 Composite Climate Profile
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T3

Physical Environment (from observation)
most comfortable
T6

T7

least comfortable
T5

T1

T8

T4

T3

least stimulating
T1

T3

T8

T4

Emotional Climate (from observation)
most comfortable
T7

T5

least comfortable
Ifg

T4

T8

T1

T6

T3

Classroom (from CCS)

Actual Climate

least positive

most positive
Teachers
T5

T1

T7

T6

T8

(T4/NA)
Students
T7

T8

Figure 11.

T1

T4

T6

T5

Teacher 2 Composite Climate Profile
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T3

Physical Environment (from observation)
most comfortable
T6

T7

least comfortable
T5

T2

T1

T8

INi

T3

Intellectual Climate (from observation)
most stimulating
T7

T5

T2

least stimiHating
T6

T1

T3

T8

TNI

Emotional Climate (froniobserVation)
most comfortable
T7

T5

T2

^T8

least comfortable
T1

T6

T3

lowest grades
T6

Figure 12. Teacher 4 Composite Climate Profile
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T3

Physical Environment (from observation)
most comfortable
T6

T7

least comfortable
IT©

T2

T1

T8

T4

T3

Intellectual Climate (from observation)
most stimulating
T7

least stimulating

IT©

T2

T6

T1

T3

T8

T4

Emotional Climate (from observation)
most comfortable

least comfortable
T2

T4

T8

T1

T6

T3

ctual Climate Perceptions by Classroom (from CCS)
least positive

positive

T2

T2

(T4/NA)

T3

Grading (from documents)
lowest grades

highest grades
T1

T2

Figure 13.

T8

T7

TO

T4

Teacher 5 Composite Climate Profile
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T6

T3

Physical Environment (from observation)
most comfortable
IP ®

T7

least comfortable
T5

T2

T1

T8

highest grades
T1

T2

T8

Figure 14. Teacher 6 Composite Climate Profile
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T4

T3

Physical Environment (from observation)
most comfortable
T6

T7

least comfortable
T5

T2

T1

TO

T4

T3

Intellectual Climate (from observation)
most stimulating
T7

T5

T2

least stimulating
T4

T6

Emotional Climate (from observation)
most comfortable
T7

T5

T2

y'
T4

TO

least comfortable
T1

T6

T3

Actual Climate Perceptions by Classroom (from CCS)
least positive

most positive
T3

T5

T5

T7

T2

T2

(T4/NA)

T3

Grading (from documents)
lowest grades
T7

T5

T4

Figure 15. Teacher 8 Composite Climate Profile
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T6

T3

APPENDIX L
SELECT STUDENT INTERVIEW RESPONSES

QUESTION 1 : Please think of your Jive core subject area classes
(not your Specials). Without using any teachers' names, please
describe what makes each class pleasant/unpleasant, comfortable/
uncomfortable.

52 (Tl)

Period 1 is not really a comfortable class -sometimes the
teacher, he’ll just take off and then he’ll yell at kids for no reason and
he doesn’t explain things to us. He just talks without explaining stuff.
Period 2 is an okay class - we don’t do much and what we do, we do on
our own. The teacher doesn’t do much with us and we do a lot of the
same things over and over. Period 3 - that’s my favorite class - the
teacher is wicked funny, he always includes the kids in what he’s
talking about - we do fun activities. Period 4 - it’s probably the most
comfortable class cornin’ in. It’s like everybody can, that really helps
‘cause the kids say what they want and like, if she doesn’t explain
things. Period 6-1 don’t like because it’s so structured. We do the
same things over and over. The teacher seems to think that
everybody learns the same way. He doesn’t specify and he doesn’t
help. He does the same things all the time.

53 (Tl) Math class makes me feel like an idiot. Language makes me
feel bored - I want to go to sleep. French makes me kind of nervous.
Science makes me feel like a brain ’cause the work’s so easy. Social
studies I like, it’s a pretty good class.

54 (Tl) Algebra is what I have first period. The teacher is different
than all the other teachers. Usually the class is comfortable, but
sometimes it can be uncomfortable because he starts to teach subjects
that are new and no one’s seen before and some people are confused
and he knows that some people don’t understand but he keeps on
going. If someone raised their hand and said they don’t understand,
either he’d explain it or he’d skip it and keep on going and come back to
it later and that’s uncomfortable. Second period is English and that
class is usually pretty fun and pleasant. I wouldn’t want to say it’s an
easy class but it’s not difficult. You pretty much do your own thing,
just get the work done, nothing too special about it, nothing too weird.
It’s a fairly normal class. Um, third period is French. It’s a fun class.
Um, it’s somewhat like last year’s French class. It’s different than all the
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other classes because of the activities that you do. And again kids
kind of do their own thing, just get the work done. If you don’t do it in
class, do it at home. The kids work at different paces. Fourth period
is science. That class is probably not one of the hardest but you really
have to do the work. Um, sometimes it can be boring and people have
shorter attentions in that class because it’s boring. Not everything we
do in that class is that fun. Next is social studies and that’s a pretty
normal class again. Nothing too outstandingly exciting about it but
nothing dull or boring.
56 (T2) I like Science because you can joke around and he’s the kind
of teacher that has a certain amount of flexibility and you know where
you can go. When he’s talking to another teacher you know you can talk
and do whatever you want basically, as long as you don’t hang out the
windows. He trusts you and I’d rather be trusted by a teacher than not
be. My science teacher is a little, kind of, not weird, but not the normal
and that’s good. But no other teacher, like, leaves us alone or anything.
So he jokes around alot with us. Well, I don’t like a teacher telling me
that, I’d rather have somebody, say your home...I like the way Spanish
class is. If you don’t do your homework at the beginning of class and
you say, Til have it in tomorrow” that’s okay. But like in social studies,
she takes 25% off your grade. She marks it down by a grade if you have
it in a day late. My math teacher -1 like the way he teaches because
he’s nice and I’m not great in math, but I’m okay, and I struggle a lot.
I like the way he teaches. He explains a lot.
57 (T2) Language class makes me feel tired and bored. Spanish class
makes me feel comfortable and happy. Social studies makes me feel
tense and nervous. Science makes me feel comfortable, but, like
sometimes nervous and math class makes me feel confused sometimes.
S9 (T3) My social studies teacher, he made me feel uncomfortable
before when he addressed that I was going to be the tallest kid in eighth
grade next year and that sort of put me down. That really made me
think directly that I was staying back. He said, “Labon, don’t think
about where you’re going. You’re going to be the tallest kid in the eighth
grade next year.” In other words, I was going to stay back. He said,
“Don’t get me mad ‘cause I can,” he looked at me with a really mean face
and he said, “I can really make you stay back.” “I can be a real pain, I
can really make you stay back” or something like that. That made me
feel like real low, like he was going to make me stay back, (math) Mr.
X, he’s not too bright, you know. Mr. X’s TRT, I understand him better
but, Mr. X, he’s gone. He talks and he sits there and stares at you
and tells you to do this. Sometimes he’s there but sometimes he’s not.
Mr. X, he’s good and everything, he’s a good math teacher, but just really
not too bright, (science) He’s meeean. Wow. He gets on your case.
Once I, he said, . . . What was that word he made me look up a word in
255

the dictionary?
He said one word and I said, “That’s not what that
means," and he said, “Are you calling me a liar? “ He got on my case.
He took like five minutes out of class just to look up this word in the
dictionary. The whole class watched. “Look this word up.” It made him
really look stupid but it sort of made me feel stupid, too. (language
arts) Mrs. X, she’s all right. There’s really nothing wrong. She’s pretty
good, a good teacher, (foreign language) Mrs. X, she’s good, she like
me. She’s got her days. If they don’t put me down and they like me
it makes me feel like they understand. I like them better. I can
talk to them, I’m more open with them instead of being so scared,
(anything else ?) Yeah, Mr. X, (science) he does. Like certain people,
how he puts me and certain other people sitting at a different table and
he says, “Well, I know you guys ain’t gonna do work anyway, so I’ll just
let you guys sit over there.” Most of the time, not most of the time, but
occasionally, a lot I do like to do the work, you know. I figure I do want
to pick up but he’s like “if you want to, you can just do it if you want
to.” He talks to all the other students except us. The only time he
ever talks to us is when he wants to start rambling on about how bad
we are or something like that. Like Mr. X, my social studies teacher,
he sort of makes cracks on other people. Some people don’t like it, some
people do and that doesn’t make me feel too good about him either.
S10 (T3) My first period I have French which is a good class because
it’s in the morning to wake you up. Um, to start your day off.
Sometimes I find it kind of hard but it’s pretty much easy. I’m like
comfortable in the class so I don’t have to worry about being like
embarrassed kind of thing. Second period I have science which I don’t
really like what the teacher does. I think that some of the work that he
does is hard but it’s pretty easy. It’s just that he grade really hard and
that I think that, well, he grades hard on some of the things but, um, if
you get one question wrong then he’ll give you a check minus instead of
a check or something. And he’ll say, like, all the questions are
important even though they’re not and I don’t really remember anything
from that class. Third period I have algebra and we’re still a little tired
so I don’t really pay attention as much. I think I’d find it more
interesting if I was more awake. I think he pretty much goes over it
enough so that I understand it. Fourth period I have social studies. I
think that class is pretty much fun. I don’t really learn anything but,
like, the tests that we get are easy and it’s kind of hard to get a bad grade
on it if you don’t fool around and pay attention in class. For sixth
period I have language and I feel it’s a good end to my day. Then I
realize that my day’s almost over and so I can pay attention more
‘cause I don't have to worry about any other classes. My class is kind
of rowdy but it’s still, I can still learn a lot because the teacher is
supportive.
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S12 (T4) First period, ah, I have social studies and it’s probably one of
the most, maybe not more but, the teacher’s the hardest teacher
probably out of all the classes. She teaches you what you need to
know. She’s probably the best teacher. She’s the hardest. A lot of
people like, she’s not the fair, the best teacher to a lot of people. That’s
‘cause she is a hard teacher and, um, she does really get the point across
about what you’re supposed to do. She’s strict on some things like
trying to get you prepared for high school. Second period I have algebra
and its’ a, kind of, it got boring, like, after the first week and it’s like
“Oh, jeese.” We walk in, he flashes the homework on the overhead, we
just correct it, he goes over the ones that a lot of people got wrong, we
pass it up, explains the chapter, gives us homework assignment, we do
it and the next day we come in and the whole thing starts over
again. He’s probably the easiest teacher ‘cause, actually, it’s definitely
the hardest subject by far, probably because it’s a lot of you either know
something I think, like algebra’s hard to study for, and I’m not too good
in algebra because I have no use for it. Like some of the things we’re
doing like Y and this other stuff. I find no use for in life and stuff, so,
um, the teacher’s actually, he gives you a chance to make up all the tests
and everything like that. Like he really wants you to do good in the
class, but it’s still hard. Third period I have science and, um, that kind
of changed half way through the year. The first half of the year, he’d go
over everything and he’d check the homework each day what we
did. And now during the second half of the year, he pretty much
assigned the homework, like the whole week or two weeks. Put all the
assignments on the board and it was our thing to correct it. Like to
go in on our own time. Like if people wanted to go in for the last minute
of the night to do it than they could. Or if you wanted to get it done
quick or if people wanted to spread it out, I like that a lot better because
I sometimes, I usually don’t wait till the last minute on a lot of things
unless it’s something I know I can do real easy, but it’s good to spread it
out like that. It’s a good thing for high school. And the teacher’s
intimidating. He tries to be intimidating. He yells a lot really loud.
Um, it doesn’t, it used to affect like, and now his face turns bright
red when he yells and he gets real mad if he does intimidate you.
And, ah, he’s probably, um, it’s, I like science class. Fourth period I
switched for half the year so there here were two different class styles.
The first half I had Spanish and that was, the styles were different, I had
French the second half. Spanish, the teacher went over things
individually like she’d assign it and she’d tell you how to do it and
then you’d have to do the whole thing. She wouldn’t be that strict
on grading it though. But then in French, like, we had different units,
like 20 units the whole year, 17 actually, and then for French she ‘d
assign and she’d give you the answers to all except for one part and she d
be really hard grading it. Like if you had one word left over than she d
take off and you’d get a check minus. And I found the whole subject easy
because the teacher’s, it’s an easy thing. We learn the most, definitely,
in those two classes because, maybe it’s just you realize, because, I
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mean, you go in there knowing absolutely nothing and you come out
knowing how to do all these, like, verbs and stuff. Those were definitely
easy classes because it just came easy. Sixth period I have some,
English, language arts. That was, I switched again both of the teachers.
They were two different classes. The first half of the year was pretty
much easy, we didn’t even have to, not even once, well, maybe once, we
used the textbook. It was mostly, we mostly read books and then went
over them after. Now, and um, we did Wordly Wise. Wordly Wise is just
kind of, there’s no point to it. I couldn’t remember even half the words
now, like if she asked us now. During the second half of the year when I
switched teachers, um, she gave us sheets, like did what my science
teacher did. Like, list them all on a big board and she told you to have
them done. She’d assign one for a night and she’d go over it though, but
she wouldn’t collect it. And you could just, like, she say write in the
answers. That was kind of easy but if you lost the packet that was like
10 zeros averaged into your grade. She’d let you make up tests, but
she’s, it was a weird class because the teacher she did things. She was
kind of like you do it on your own. That was pretty much it.
513 (T5) Some teachers sort of lean toward some of the
troublemakers sometimes. On the projects, they give them less of a
project than everyone else has to do. That’s happened a few times. And
like everybody that does do their homework sometimes, like even though
everybody else in the class won’t do it, everybody will get yelled at and
everything, but they'll still have to do their homework but extra
homework because everybody else didn’t do it. They sort of like treat
troublemakers like they’re the good people. They get the attention,
get noticed. They always ask them the questions and they don’t ask the
people who do know the questions, (good?) Teachers, after they ask
them, ask for other input, then they’ll listen to you. Sometimes they
just pick people out randomly and that’s when it’s nice because it
feels like you’re doin’ it. You’re, like going, home you’re reading a book
for a reason. Part of a class, helping yourself you’re answering a
question and you’re also helping the kids who don’t know it.
(troublemakers get attention, all classes?) Yeah, all of them that we
have projects, (define projects) Once this year, we all had to do a report
and one of the teachers did a project. All the kid had to do was a ven
diagram. She made it out, listed the things, and wrote what she wanted
and all the kid had to do was go over, pick up a book and just look at it,
look at the five things that were different then ...
514 (T5) Social Studies, I like because the teacher’s really nice.
He’s funny. In Social Studies I learn a lot more than I ever have
before 'cause he makes it interesting. Others tell you facts, he makes
it fun for you. Science, I have to do it. I know I’m going to get a bad
grade. I like it because I know the teacher, I grew up with him and he’s
nice to me. I don’t like it because he like boys way better than he likes
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the girls. He just acknowledges girls. “Oh yeah, I forgot about you.”
That’s what it’s like. French, I have. It’s all right. The teacher is a
ditz. She doesn’t notice what’s going on. People throwing stuff
around. I like it because my friends are there and I can do what I
want. She doesn’t care. She tells you all the answers. Classwork is
really easy, and she’s nice. I don’t like it because she’s dumb. She
doesn’t know anything. “Oh yeah, okay.” Ditzy. Math, it’s all right but
the teacher keeps switching, so it’s kinda confusing trying to get used
to the change. I don’t like math, ‘cause it’s my worst subject, but
besides that, the kids are all right but the teacher’s always yelling
constantly. The kids in this class are horrible. They won’t do anything.
At the beginning of the year I was like that but then I noticed that I had
to do my work so I started doing it and I’m like the only one who tells
answers or anything and I’m in the Transitions class so there are hardly
any kids in my class (giggle). Social studies is my favorite. We do
different things all the time.

S15 (T6) Science class, that’s a good class. I don’t like Math class,
probably because I can’t do it, but it’s like - he’s like, I mean basically
what he does is he just sits in the back and let’s the other teacher do
all the work and when anyone needs help ... I don’t know how to
describe it. (What other teacher?) The helper. (You mean the TRT?) Yeah.
Like when the other teacher’s not there, when he does it, like, Mrs. G
(the TRT) is friendly, but he’s not. He like, he’s more like, just less
friendly. In language arts, she jokes around a lot with us, too. It’s like
she’s like nice and she’ll, if you have trouble when you’re doing work,
she’ll come over and help you or the other teacher will. She’s
friendly.

517 (T7) My first period is math - He’s confuses you sometimes when
he talks. He just goes on and on and he just explains things over and
over and you get confused. He yells at people. One person in our class,
she’s bad sometimes, but even when she’s not he yells at her for
everything. He’s nice but he’s kind of unfair. Second period, in
language arts, she’s nice. She sometimes explains things too much,
but she’s nice. Third period, the class is loud, but it’s fine. Fourth
period, in science, he’s a nice teacher and he’s sometimes rude about
some things and he’s strict but he’s nice. He wants you to learn but
when he starts to talk about his family it bores you. In sixth period,
he’s nice but he’s kind of weird ‘cause he always raises his voice and
he makes jokes about everything. Sometimes when he’s not kidding
around and he yells, he gets us uncomfortable the whole class.

518 (T7)

Reading is, like, it’s cool, I like that class. Science with
Mr.X - He’s kind of a jerk sometimes, but now that we’ve been starting
new stuff that might be cool to use, that class has become, I’m doin
good. Math, the teacher sometimes, like, gets really mad and yells at
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you ... I can't afford to, like, fail or lower any of my grades in any
class because my father will kill me, but . . . Social Studies is just
boring (laughs), (pleasant?) Social studies, Mr. Xis strict but he
keeps your attention. He’ll, like, make jokes with it and stuff and he
can be funny about it, but hell also, like, be teaching as he does it and
he’ll give, like, an example, (other examples in another class?) Language
arts and reading we make fun of Mrs. X, and, like, she'll kid around
and make fun of us back. She knows we’re just kidding, (unpleasant or
uncomfortable?) Math, the teacher sometimes screams at us and
stuff. (Anything else?) No.
522 (T4) First period, the teacher, my language arts teacher, tries to
explain everything when it doesn't need explaining. She’ll read a
sentence in a book and she’ll explain the sentence three different ways.
It makes you, like, “I don’t want to do this anymore.” It drags it out.
Second period, it’s a good class, it’s fun. It’s hard ‘cause I’m no that
good in Spanish so it’s hard for me to understand but I feel comfortable
in the class and the teacher is nice to me so I like that class. It's fun.
Third period, the teacher tries to be too much like your mother. She
gets on your back and then she tries to make jokes, but you don’t
always take them as jokes 'cause - just the way she says it. She
worries about, she worries alot, she tries, she trying to help you a little
too much. She doesn’t give you that much space so it’s kind of
weird. Fourth period the teacher's nice but he raises his voice too
much, much too much, and then he says it just joking around as an
act but not everybody takes it as an act. I know because I know him but
other kids don’t understand that that’s just the way he is. Sixth period Mr. X is nice but I think he kind of gets caught up in other things.
He’s nice and he tries to teach us stuff but when we don’t
understand it, he kind of just moves on because he's trying to move
everybody along and then you don't always find the time to get the
extra help. He’s really nice but he gets caught up in other things. In a
class if it's a strict and it’s a mean person, it’s not that good ‘cause
you don't feel comfortable but if it’s a nice person, they just want
you to get your work done and so that’s different, (more?) Who you
sit next to helps ‘cause even if you're having a bad day sometimes if
you get into a class with your friends it doesn’t really matter.
Sometimes you have to go to a class where you don't know anybody
and you just kind of sit there and it gets worse and worse. That’s
the way it is.
523 (T4) My first period class is algebra. I think it’s kind of boring
because we go through the same routine every day. All we do is
correct homework than work on the next chapter and the next lesson,
correct homework the next day and work on the next lesson. We never
do anything out of the ordinary, it’s kind of just basic. It’s kind of
the same routine. It gets boring after a while. And then my second
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period class is language arts or English. I think it’s kind of fun because
she does a lot of, like, stuff that makes it fun. And it’s really just like
read a lot of books which is like you do one your own and work on it
during class. It’s not like its’ boring or anything. Third period is science
which is probably one of the hardest classes but the teacher makes it a
lot of fun. We do a lot of group things. We do a lot of, like, of labs and
he gets a lot of people really into it and you have a lot of fun doing it.
Fourth period is social studies and that’s probably the boringest class.
You don’t really, you just sit there and listen to the teacher talk always shouting out what she does, really just so much. Fifth period is
French which is probably very fun ‘cause she gets a lot of group class
participation and a lot of people do work and there’s really no one
that’s, like, left out. She tries to include everyone.
524 (T6) It’s good when they compliment you and when they’re
nice and you’re friends with them. It’s bad when they yell at you
and tell you you’re “gonna work in McDonald’s’’ like my social
studies teacher said to me. When they insult you and put you down
and don’t compliment you, that’s uncomfortable.
525 (T3) My foreign language period, that’s fine, I like that but my
science period, the teacher my science period, he insults you all the
time. He told me I have a learning disability (nervously giggles). I
didn’t take a full page of notes one time on some film strip. Plus that
teacher, sometimes he has little mood swings where he starts to go
crazy on you. And he just does stupid things in the middle of class,
wastes time, wastes time in the middle of class. My math period is
fine. The teacher in that class, he does kind of go fast and ramble on,
but if you pay attention, it’s easy. My social studies class, that
teacher’s craaazy. He’s telling you jokes one minute, next minute
he’s biting your head off. He screams at you so much. I don’t like
him ... at all. I like 5th period, my language arts period. I like that
period because I like the teacher and I like the people in it. It’s good.
It’s not easy, but you can speak up and she won’t kill you.
526 (T8) This class (Spanish) I like it. I’m not that good in it, but I try
most of the time. Math is okay, I’m not good in that either, but the
teacher’s all right. Science, the teacher’s a bit loud. He talks really
loud, he screams at you if you do something. He doesn’t do it to me,
but I don’t like how he treats the kids in class. He like makes jokes
that aren’t funny. Everyone knows he’s joking but I don’t like it.
Social studies is all right, she’s pretty good. My language teacher, she
really has an attitude for me and for my friends in class. At the
beginning of the year she always singling us out and keeping her eye on
us in class, and stand by us - and make sure we didn’t do nothing wrong.
Once, I was sitting facing her toward the board and she was doing a
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lesson and I bent down to tie my shoe. She yelled at me because I was
tying my shoe and I wasn’t paying attention. I wasn’t talking to
anybody. I don’t remember if she sent me out of the room for that or if I
got yelled at. One of my friends, I dropped my pencil and she picked it up
I said thank you and I got yelled at for talking in class. When I had my
mother do something about it, I had her talk to the teacher, the teacher
denied everything and my mother believed her because some of my work
wasn’t passed in.

QUESTION 2: What is it that a teacher DOES that makes you feel
GOOD in any classroom? BAD? Referring to your (observed) period
class, what makes you feel comfortable/uncomfortable?
S2 (Tl) Well, the teacher that explains what they’re doing and
how they include everybody in what they do, they make everybody
feel comfortable. (Act?) Like, the teacher doesn’t know you’re there
when they talk. They talk out loud. In the classes that are more
comfortable, you can tell they’re talking to you. Like they want to
talk to everybody very personal. They talk to everybody and they talk
to you. (What do they do?) When ... one thing I don’t like, when they
put all the kids together and they don’t separate you and you do the
same thing and kids get confused. When kids get confused, they get
the teachers hyper and stuff because the... and when people get
mad just because the kid might be a troublemaker even if they don’t
do anything they get yelled at and gets the class really tense - you
don’t want to get involved, (per 1 class) (Comfortable?) I don’t know,
(uncomfortable?) - Well, he’ll start the class and he’ll have a certain time
limit on everything he does - so, there’s no time for him to give us
explanations for what we’re doing. He just kind of expects us to know.
The whole class is really confused and finally at the end he’ll clear it
or he never will. Never has time to answer our questions. When we do
ask questions he just blows up at us. He doesn’t want to answer our
questions for us. We’re supposed to know. Oh, yeah, basically for
everybody, no matter who it is. He’ll have us do assignments and he
won’t explain what we have to do almost. He’ll give us little assignments
from all over the book and he’ll just expect us to do it and then he’ll
grade it but he won’t tell us how we’re supposed to do it and then when
we ask a question about it and we should have known and you feel
stupid, (behaves how?) He’s kind of hyper sometimes. He’ll just like
jump around the room and say stuff. On a good day and on a bad
day he’ll start off really hyper and he’ll get really upset really fast
and it doesn’t do much of anything. He’ll just like ignore you,
almost ignore you for the rest of the class he doesn’t say anything to
you. He goes and sits in his desk. He corrects papers or something.
He doesn’t talk to us. He just tells us to go back to our desks.
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53 (Tl) (good?) The teacher generally praises you and doesn’t yell
at yell if you don’t understand things. Say it’s a day later and you
don’t understand something they taught yesterday they treat you like
you’re a separate group from the people don’t who understand it. And
when they help you to come up to the same level of understanding, that
other group is just as good, (bad?) Generally, the one thing I totally
detest is when teachers stop and wait for somebody to stop talking.
I hate that. There are people in the class who want to learn and
people in the class who don’t behave like you want them to. When
the teacher stops for the people who aren’t being good that takes
away from what the people who are doing okay, it takes away from
what they should be able to learn and what they should be able to
do. I think maybe they could, like, put them in a separate part of the
room and have them do something else - do something that will stop
them from talking and interrupting the rest of the class, (throw them
out?) No, ‘cause that doesn't help. They just get the satisfaction. It’s
that unfair balance that I don’t like and just making you look stupid
in class, I don’t like that, (specific class - Math) Generally, I’m in the
tough math class. I’m in the Dulciani one and there are many, many,
many kids who are smarter than most of us in the class. Say you say
something that’s wrong, one of the kids goes, “Oh, that’s stupid. You
should have known that. That’s sixth grade stuff.’’ It’s a simple
mistake and you get criticized for every little thing you do wrong in that
class. I think there should be more complimenting. Say, “Oh, you don’t
do that, you do this” and explain what mistake that person made. (What
kids say . . . Where’s the teacher through this?) The teacher just just
stands there. I also just want to add that my math teacher, he picks
on just certain people, too. He yells at just certain people that he
either likes and he doesn’t like. He treats the ones he doesn’t like
like an idiot.
54 (Tl) In first period English when the teacher let’s us work in
groups that’s reassuring because if you think you might have
something wrong you don’t have to ask the teacher, you can ask
someone else in your group. And, um, let’s see, I think also in English
if the teacher goes over the answers with us, like after doing an
assignment, that makes me feel more comfortable because I don’t have
to worry about passing it in and not knowing whether it’s right or
wrong and I can go over it and check it and see what I got right. In
algebra second period also when the teacher let’s us work in groups
that’s more reassuring especially with math work because sometimes the
problems are harder than in other subjects. It’s easier to work
something out with another person. And if the teacher does something
different, like, um, not working right out of the book, like, um, working
on a special problem, something that you could use in real life, like
real life math. Like we had a big problem recently that we worked on in
groups. It was about a computer, like a circuit board. It was neat to
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work on it because it was something that happened in real life. In third
period French, also in groups, I guess groups is really important because
you can get reassurance and especially if you get to choose your own
groups, you can be with friends and that makes you feel more
confident when you’re doing work even if some of the time you might
end up goofing off a little. You still can get the work done if you’re
serious enough. And in third period French, too, what also makes me
feel more comfortable when we do assignments that relate to real life,
like conversations and things that we’d really use. Especially if, like we
went over to France, like things that we’d really use of we had to. Um, in
science just whenever we do something different there’s not a lot of
variety in that class. So any opportunity to do a lab would probably be
the most fun thing. In all the classes, any work that’s in groups usually
makes me feel more comfortable than working alone, (bad?) I don’t like
being singled out like as a particular person. Like the teacher asks
you a question and even if you are paying attention you might not know
the answer. And then it’s okay if you don’t know the answer and the
teacher goes right to somebody else to see if they know it. But if the
teacher makes a point of it, like embarrasses you, like, “No. That’s
wrong!” “If you were paying attention you’d know it,” or “You should have
studied.” Something else that makes me feel bad or uncomfortable is
that when teachers give assignments that are too much to do. Like
I’m working on something and then the teacher passes out another
worksheet to do and you feel overwhelmed by everything. And you might
get upset or start worrying like, “Oh, I’m going to have no time to do
this.” And you start thinking about other things, like other homework
that you have to do. You try to think that don’t the teachers know that
we have other things to do.
S6 (T2) I like, again in science, joking around that makes you feel
more comfortable. I don’t like when teachers give you too much support
like when you get a 100 on a test and they write “nice job” on it but I
don’t like it when they come over and touch you and get too close.
In science, we get printouts every week and a list of homework with
advice for high school, (aside from science?) In social studies, some
people say they don’t like her. I get along with her a lot and I think the
way she acts towards me makes me not angry at some times like other
teachers. I can do it and I do good and she had no reason to get in
my face, (bad?) It kinda makes you feel bad, back in social studies
again, that she’s showing a project from last year that’s a project that
you’re going to have to do and she’s showing us examples from last year
and she always has to have something off - even if it’s like the
slightest thing like use more color and there’s always one thing
wrong. Geese, that looks really good to me and she’s picking on it. I
don’t like boring. It’s like so many teachers get into it - science, math,
sometimes in social studies and Spanish the teachers get into it. But
mostly in language my teacher sits on the desk and she reads and she
has people read. I like fake detention. In science sometimes I fool
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around too much and he says, “You’re staying tonight” and I know he’s
just kidding around but it helps me know I went too far. (in language
arts) It’s the little things she’s reading the book to us and then she’ll
stop in the middle and she has to explain. The way she reads it makes
you feel comfortable and you follow along good then all of a sudden part
of a word she’ll go on to explain words and it takes longer to read a page
or a paragraph than it should. It seems like over teaching the class.
Trying to help too much. I like that she reads and interacts with
the class.
S7 (T2) (good?) In Language when I get back a paper that I get a
good grade on. In Spanish when I can translate a lot of stuff and
read and understand it. In Social Studies when she, like, praises you
on projects and stuff ‘cause they’re really hard and everything. In
Science when you answer questions out of the reading and in Math
when I understand the homework that we had. (teacher does?) They
can praise you as much as they can and if you’re having trouble they
try to find out some way to help you without you asking for it. Like
in Math class, all my work is really bad and everything but alls my
teacher does is just sends me out for help. It really doesn’t help much
because the rest of the class is more advanced than me. I like it when a
teacher will recognize you for something that you’ve done, (bad?)
When they know you’re having a hard time with something, they’ll
ask questions and if you don’t know an answer they make you
nervous and stuff so you don’t know what to say and then you look
like a fool in front of the class, (specific class - language arts) In
language arts it makes me comfortable when we can do reading and stuff.
It makes me uncomfortable when she’ll go something in the language
textbook and just flies through it and that’s it. Then if you don’t
understand she’ll ask you questions and you have no idea. And she’ll
just say, “Well, just tiy to figure it out.”
S9 (T3) (good?) It makes me feel comfortable is when teachers come
in and tell you about how, you know, they feel. They don’t just talk
about school all the time. They talk about the things, like say they’re
talking about school a minute, and then they say, “Since I brought up
the subject, I’ll tell you when I went to the mall,” or something like that,
and then “I seen this price” and then how much was it and stuff like
that. They talk to you about things except just school work. The
teachers, sometimes they can hurt you and they don’t pay attention
to you. Sometimes I understand when a teacher’s yelling, sometimes
when they get down on me ‘cause there are a lot of kids in the school
and everything, but, like Mr. X and Mr. X, they don’t have to be that
rude to you. Like Mrs. X, my Spanish teacher, to bring up the subject
about rudeness. I was in class and I said something and then she sent
me to the office. I got a report from (assistant principal) saying a whole
different thing that I said and it was noooot true and that got me
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reeeealy mad ‘cause she said something I didn’t say. Maybe she
misunderstood me, but, it didn’t sound like nothing what I said, not
even relation to the word I don’t think. Like what it sounds like. It’s
how things are interpreted. Sometimes you get in some trouble and they
think you’re a bad person. They figure that they can do anything they
want to - they can treat you rude for the rest of the year and that’s
not right, (science) One time when you were observing, he said a
comment that I remember because you brought up about how I asked
him a question about how much of our brain do we use and he said, “I
don’t know how much you use.” That sort of made me feel stupid, so
he does say some pretty rude stuff. He goes, one time in class, this
was a while back, he said, “I’ve teached little kids smarter than you
guys.” It didn’t offend me or anything, but it might offend other
people. You’re a nice teacher, nice and polite, and I don’t even have
you.
S10 (T3) I like group work the best because whenever you’re in a
group you don’t have to worry about, like, all the pressure being on
you. It’s like spread out so if you get something wrong, you can’t
just blame yourself, (bad?) If a teacher singles you out and makes you
feel like dumb, or like you should know that, we’ve gone over it before.
S12 (T4) Uh, group work is good for, like, uh, pretty much it’s just
easier. Like, ah, say in everything in class, like if we’re gonna study, the
teacher usually gives 5 to 10 minutes to study and say it’s like, say we
have to study a verb or something and we have to translate it in Spanish
or French. And, um, all we do is, like, we’ll sit there in the groups. I
mean, it’s just the idiots who slack off a lot and then, uh, you sit there
and I’ll team on one of the verbs and make sure people and we’ll sit there
and we’ll talk about them. And it’s completely different than when the
teacher, like, stops coming around. We’ll look at her real quick,
memorize it, get it in our head. ‘Cause if youz do it before you’re just
gonna forget. But if you just study for like 30 seconds, right there when
it’s in your head, and you take the test like orally or whatever, then you
just do perfect on it. For groups, it’s, sometimes you feel like if you’re
doing a project and, say you’re doing good in the class or whatever, and
you know about this project, when, say the teacher assigns say like on a
three week project or something, which my period 1 social studies
teacher usually does, and it’s good if you work with someone that you
know isn’t going to do the work like that’s in your group. It’s weird
‘cause like I think it’s the opposite. It’s good to have the pressure on you
sometimes - pressure on you to do the whole thing ‘cause then you wind
up doing it. You know they’re not going to do anything and you can do
some of their share and cover their and your topic and your sections.
Like say it was divided into three sections, one for each person of the
peoples. Like take about half theirs and put it into yours and that will
get your grade up more and it’s like good sometimes to have pressure.
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(bad?) I don’t think there’s much that makes me uncomfortable in class,
that makes me like angry at the teachers. Pretty much the teachers
just make it bad but it’s pretty much you’re angry at them and
stuff. I know some other people doing a project and I don’t want to be
known as being like them, some of the people. In the project it said, I
was doing a project for my first period social studies teacher, and it was,
in the project it said you might be encouraged to dress up as either a
woman for the Civil War or a black from the Civil War ‘cause that was
my project - the role of women and blacks in the Civil War. I went up to
her and I said I was going to choose one person. I was going to choose
Clara Barton ‘cause I had to do the person part of it. I was going to
research her, make a poster board and I was going to dress up and come
in and like show, like sew hats or something, show some of the things
that she does. I figured that would be a good idea, a good project. She
said, she said, “No, you can’t do that.” And I was like well wait a second
here and I brought up the sheet to her and I showed it to her how it said
you’re encouraged. What she said, I should have got her in trouble
‘cause she said, “I know who you are and who you hang around with and
if you do it it will be an absolute joke.” I looked at her and I was talking
to her and she said, ”Hey, if you want an F, go ahead , do it.” I’m like,
“Is this a teacher saying this?” I then kept on begging her, not begging
her, asking her and stuff like that. So, when we’re in the library kids
said, “What are you going to do? Dress up as someone?” And I said,
”No, she won’t let me.” I yelled it so she could hear me to let her know.
She can’t get me in trouble for saying anything. I mean she said
something like that. And then she goes, and then she comes over after
we had a discussion and I was getting mad. We were both practically
yelling and she goes, “Ok, I’ll tell you what then. You get a note signed
by your parents letting them know that your grade depends on it and if
hear even one snicker from any kid in this class, including your friends,
like, and (she pointed out three people), and then, um, and then she
goes, and then she goes, and your grade will fade away, like reflect on it
fatally if anyone snickers.” Kids are gonna snicker if anyone dresses up
as anyone. Kids get up there and someone laughs if a kid stutters or
something. And there’s another that wanted to dress up and she just let
them do it.
S13 (T5) Sometimes, ah, since I know that happens alot, that they
always lean toward the troublemakers sometimes like when a
teacher won’t help me - I sort of know that I’m doing all right. And
even though the teachers do do it, like lean toward the troublemakers
and things, if you have a question they’ll answer it for you. It’s good
when you ask a question and get an answer but also good when you’re
forced to be independent that you’re doing all right. “You know you’re
doing it right.” It’s bad in a classroom, I’d have to say it’s bad when
somebody next to you is talking or something and you’re the one
that gets blamed. ‘Cause if, like the class before, (in grade 7) ‘cause all
the teachers always talk about people it seems when they tell you “you
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do this and you do that” in front of the whole class and the teachers at
teachers’ meetings talk about you. That’s happened to me a few times
and I won’t even be talking but the person next to me will but I’ll be the
one that gets in trouble. (Comfortable?) In my French class, the
teacher always goes over the things at least 100s and 100s of times
and it sinks in. But that’s really about it in that class. She’s one of my
only teachers that/who reads everything we do, some teachers just check
it off like, “Oh, you do it. That’s good.” But she’ll like help you if you
don’t have all the accent marks and everything. She’ll make you go and
do it over and give you a check minus. (Uncomfortable?) In that class
the teacher really doesn’t have any control over it. In the back of the
room there’s alot of paper throwing, kids are getting hit over the head,
rulers getting’ thrown -there’s everything. You’re just looking around
thinking, “I might get hit with a ruler in the head” and you’re not paying
attention. You get distracted.
514 (T5) They make eye contact with you and tell you you’re doin’
good work and they don’t say it, “Oh, look at your work, you’re doing
good” but they tell you after class or when they see you so you know they
really like you. (Example) “Good job.” Anything at all would be fine but
you know it’s like you ask them and they say ’’You’re doing all right” like
if they say “I’m proud of you” or if they say “You’re doing good work,
keep it up.” Like, it’s good when they’re nice. It’s bad when they
don’t make eye contact or give you an attitude all the time because
they say you’ve changed from the beginning of the year to the end of
they year. Some kids I know that always get kicked out of class and
they just like made one mistake, and they don’t even give him a chance
anymore, but they have changed, they don’t do anything bad anymore.
And they just get kicked out like really fast, because they don’t want to
put up with it but they hardly do anything. It’s just annoying. (Happen
to you?) No, to my friends. (Comfortable?) The surroundings, my friends
that are around me and there’ not really . . . my friends
(Uncomfortable?). If she just, I don’t know, if she just doesn’t do
anything, just sits there. I need like constant action, stuff going on
around me instead of, and she like and when she yells and she says
stupid things like, “I told you to stop, you’re getting me mad.” I
mean, and she hasn’t even said that she’s even mad. It just bugs me.
515 (T6) In all the classes, like, constructive criticism and it’s like
they don’t tell you because it’s wrong, but how you can do better.
(bad?) Sometimes in social studies, the teacher doesn’t really like me
but I did good in that I get As. Sometimes she’s just like cruel.
(doesn’t like you?) It’s just like you can just tell, (in language arts) It’s
good ‘cause she spreads herself out and there’s a group of us that
always reads ahead in the book and one or two books ahead of them and
she gives us something to take notes on the chapters and then you write
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a five question test. She gives you this or that after you finish the book
so she doesn’t get stuck like everybody else, (uncomfortable?) Not really.
517 (T7) It’s better when they do something where you can talk to
other people in the class because there are some, I don’t know, you just
feel more comfortable then with any teachers hanging over you
telling you to shut up and be quiet. Like you’re not a person, like
you’re just there, (bad) When a teacher yells for no reason or
something when they just go off for nothing. Today in social studies
we didn’t have our regular teacher and we’re just sitting there and one
kid went up to the desk, everyone was out of their seats, and he was just
looking at something. He started yelling at him and saying all this stuff.
“Did I tell you to move? Did I tell you to do any of this?” and right after
that he just calms down. He goes off for a minute and then he’s calm
again and you’re wondering what’d you ever do. (period 1) In first
period, he like, if someone who gets straight A+s and they asked him
where to turn in a paper, and he has an exact way to do it. One of the
girls in the class, she went up to put in a paper and he’s like, “What are
you doing?” and she said, “I’m passing in all my make up” ‘cause she
wanted to do good, it was like in the middle of the term and he wouldn’t
let her pass it in but he let all the other students pass in all their
makeup. He’s like, “It doesn’t matter. You don’t pass it in now.” He
just started yelling at her. It makes her feel really bad cause she
knows she’s bad but when she tries to do something good they don’t
let her.
518 (T7) Mr. X sometimes cracks jokes and stuff. He’ll say it to the
whole class. It’s not like towards somebody, it’s just like a joke. He can
give me a good test grade (laughs), (bad?) When they yell at you. Humor
is good and yelling is bad. (Social Studies) He talks a lot and
sometimes it’s really boring in that class. It kind of drags. I listen
and take notes and stuff, but, like, rambling on and on gets really
boring. But I still listen to him, like, I’m lookin’ up at the clock
waitin’ for the class to end. I still listen because I can’t afford to do
bad in the class.
S22 (T4) When teachers laugh just, like, it makes it easier to get
through ‘cause you know they’re not in that serious mood so if you
speak out or something, they’re probably not gonna yell. But if they
just sit there with that look on their face, you’re afraid to say something
and you just sit there like “okay.” If you can tell what kind of mood
they’re in, it helps. If they give you work that’s not like worksheets
kind of, are boring. But if they give you work where you can interact
and you don’t take advantage of it and you get something done. Like me,
I kind of take advantage of it most of the time, but with the times I’ve
found I can actually work, it usually works better ‘cause then I feel
more comfortable asking a peer a question than a teacher, (bad)
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Yelling. They just usually yell like, “You don’t have to be here” even
though we do because if we weren’t there we’d in in much more trouble
somewhere else. When teachers yell it’s kind of, it doesn’t even make you
feel that bad, it kind of makes you feel like you’re disrespected
though ‘cause sometimes, when it’s understandable to yell but some
teachers like go WAY overboard' things they could just say, “Come
on, don’t do that’’ they totally explode. They just explode and you’re
like, “Why’s he going off?’’ It doesn’t make any sense. There’s really
no need to go off like that. Sometimes kids get out of hand. Just say,
“Can you please go sit back down.” It’s like they have a bad day so they
take it out on you. Half the time it’s like yelling about something you
don’t even think you did and then it’s like, “Do I have any say in this?“
and they’re like, “No.” It’s about teachers disrespecting students.
When you get blamed for stuff you know you didn’t do but . . . the other
day something got broken in class and me and my friends were sitting
right next to it. But there was no way we could possibly have done it, we
all knew, and then the teacher kept on insisting that we did it and then
we all left the room except for one of my friends. And then the teacher
ask him, I guess. He goes, “Well, what do you want to know?” and she
goes, “Well, I’m trying to find out who did it.” She’s like, every time she
asked a question she would imply that he did it and he’s just not telling
the truth. If he did it he’d just say something, it’s not that big a deal.
They just expect us to lie if we break something ‘cause we don’t want to
get in trouble. It’s not that bad. (anything else?) When, like, I was
missing a project and she just keeps on getting on me about it. But it’s
just something that if I did it now and I passed it in, it’s not gonna help
but it’s not gonna hurt and I just don’t see any way of getting it in and I
know I’m really losing it but it’s the end of the year and my mind’s not
going but she REFUSES to give up. For like the past three weeks, “You
know you don’t have this. You know you don’t have this.” Yesterday I
was talking to my friends, and teachers listen in on conversations all
the time, all the time. Talking to my friends and I go, they go, “You
look pretty tired.” I go, “I was up till 1:30 watching the basketball game”
and die teachers says, “Too bad you weren’t up till 1:30 working on your
project.” Well, (chuckles) I just like kind of like (chuckles). It didn’t
make me feel that bad, it’s just kind of like “you’re not in the
conversation so don’t get in it now.” (periods 1 &4) I have a couple of
friends that got a reputation and now even when they try to be good,
teachers, like if they say hi to a teacher, the teacher just automatically
thinks they’re being wise. Grades do seem to make a difference.
S23 (T4) (good) I think that participation’s important because
sometimes kids feel weird, like, shouting out an answer that they’re
not sure if it’s right. When they’re with their friends then they don’t as
uncomfortable ‘cause if they’re wrong, then they don’t feel like, “Uh, oh,
I’m wrong” or ‘They’re gonna think I’m stupid.” When you’re around
friends they can help you explain it instead of like looking at you
like they know you’re wrong and you should’ve got it right, not to
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feel uncomfortable, (bad) When they, um, tell you that you’re wrong
in front of everyone. Then you feel kind of like everyone’s looking at
you. It doesn’t have to do so much with school work but if you get in
trouble and they start yelling at you and you just feel like you’re such a
bad person and everyone’s pointing at you and you feel like a
troublemaker. It’s usually when people like me, and when the teachers
make a point out of you, and when everyone knows that’s paying
attention - like if everyone’s working on their own sometimes they don’t
realize that you’re being yelled at but if you’re in the middle of a
classroom and everyone’s starring at the teacher and all of a sudden the
teacher turns around and asks you a question and you don’t know it.
You just feel like, kind of like, you’re being pointed at. I like it better
when people like raise their hand and the teacher calls on them
‘cause sometimes you don’t understand and you feel like weird not
answering it. It’s like a teacher would feel hurt if we like made a
point out of them looking bad. If they were up in the classroom and
when some kid got out of control and like started yelling, they’d
probably feel uncomfortable, too, like being yelled at. They’d feel
uncomfortable and that’s kind of like we feel.
524 (T6) It’s pleasant when it’s peaceful. It’s not peaceful when a
teacher is in a bad mood.
525 (T3) (good?) The way the teachers teach, if you like say stuff, say
what you want, doesn’t scream at you every time you get something
wrong. They let you say things, open up - then it’ll be a more
comfortable classroom. Because if you go to do something, most kids,
like in math, I’m afraid to say something ‘cause, like, you get it wrong
and he screams at you. So, if you get it wrong and they show you how to
do it, and don’t like, it’s good when teachers explain it to you and not
tell you how to do it and throw it at you. The more you like a
teacher, the more work you do. If you don’t like the teacher, you’re
not going to work for them, (science) The science teacher that we have
now is, me, what he used to first do, make fun of us, then I asked my
sister, she’s three years older, and she said she had him and he called
her dumb all the time. He used to insult everyone. I thought it was just
this year ‘cause he didn’t like us, he didn’t like our class, but he does it
to everyone.
526 (T8) (good?) I felt good when in the beginning of the year you
talked to us and explained the classroom, what was going to happen,
and what you were like. Then you started talking about your family
and stuff like that. We were more comfortable with who you were
and what was going to happen. Some teachers come in and start
out by handing out books and “Open up to this page and do this” and
you don’t know what’s going to happen to you. You can relate to the
teacher and what they’re saying. In math, the teacher, I don’t have a
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problem with the teacher, it’s just like if I don’t understand something,
I’m not really that close to the teacher, and so I’m afraid to ask a
question. If you can’t relate to the teacher, you don’t want to do it.
(language arts and science) Teachers who have been here for a while,
they’ve been around kids a long time our age, they think they’re
good teachers but they should know by now how to treat kids. They
should know what makes us feel bad about ourselves. The kids
aren’t going to improve if you keep putting them down and seeing
little teacher smiles and “Oh, they don’t use all their brain,” and
yelling at them for tying their shoe. You explain everything.

QUESTION 3: How do you think TEACHER BEHAVIORS affect you
generally? your classmates? Give specific examples.
S2 (Tl) If the teacher is friendly and includes everybody, I think
the kids want to learn more. I know that’s the way it is for me. I
don’t like the classes that the teachers don’t include you. I don’t want
to do as much as in a classroom where they do include me. It’s
recognition as person. (Other students affected?) Sometimes you can’t
help it. If he picks on one kid for no reason, and they do that, that
makes the whole class kind of tense and everybody backs off and
doesn’t want to do as much. Some people just sit down and do their
work, some kids will just get so upset and they just can’t work.
They don’t want to be there. They’ll ask a question just because they
don’t understand and if they’re/yells at them like they’re supposed to
know just because they don’t understand you know, and they’re trying to
get help but they don’t want to help them and it makes them feel kind of
like, you know, stupid. I feel bad for them, (examples?) Period 6 we had
an assignment we had to do the other day with like 7 or 8 essay
questions on it and a bunch of the kids in the class got one question
wrong and they got a C- for the whole assignment and everybody was just
really upset you know because my class likes to get good grades and this
made the class really upset and a lot of kids started arguing with him.
He just kept telling us, “You should’ve done it right” and all that stuff
and, “You should’ve got them all right.” (I essay/7 = C- was consistent?)
Yeah, he’s done it a few times. The other day I had a lab to do and I got
like two wrong out of twenty questions and I got C- actually I got a 69.
(So that was a very uncomfortable response to an uncomfortable
situation, an uncomfortable everything?) Yeah. (What was the tone in
classroom at that time?) Before it was fine but afterwards everybody was
like, I don’t know, you could just hear everybody whispering and talking
about it and everybody was upset, they didn’t think it was fair. I think
they were upset that he didn’t explain to them why he did it. (How was
he behaving at that time?) He didn’t talk to us, he just kept goin’
around collecting more papers with a nonchalant attitude. Like it
didn’t matter you got a C-. He just kept goin’ on with class.
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53 (Tl) Math class, the teacher, my teacher’s behavior is hyper. I
like how he does that - he’s hyper. He’s very hyper and he yells. He’s
generally very calm but he does do that sexualism thing. Language arts,
my teacher, she’s a really nice lady. She’s very nice and she’s just a
little on the boring side, I think. I don’t really like that class. We don’t
do much to spice up the class. French is a pretty fun class. I like
French. We tend to do, like on a couple of subjects a little longer than
we usually should sometimes. Science, the work’s too easy. The
teacher’s kind of sexist. He makes sexist comments before. He just
doesn’t treat the girls as well as the boys. He can be very rude to
people. There’s one kid in my class, he’s kind of on the heavy set side,
he sat in a chair and it broke and the teacher said, “Are you going to go
on a diet?” and I think that was very mean to say something like that.
Social studies, teacher’s nice. She knows how to handle misbehavior
so we do get to work while we’re learning. She promises to have us,
promises that she will teach us what we have to. (affect classmates?)
Um, the students that generally each have their own opinion can’t tell
people what they think. I don’t know what they think about the other
teachers. I just know what I think about them. In my math class, he
creates a tension between the two sides. One side thinks they’re all
cool, they're great and the other thinks, “Oh, I wish I could be like
them. I wish I could be as smart as them and I wish I could get
along as well with the teacher as them.” Something rude in my
science class - is that one day I took too many worksheets and the
teacher responded by putting words in their mouth and making me look
like a total fool in front of the other class saying that I said that we
should do much more work much because it’s more challenging for us
and that made me look like a total idiot in front of the class. Very
embarrassing.
54 (Tl) I think a teacher’s behavior really does make a lot of
difference because if a teacher’s nice and, um, is kind to you and
talks to you and understands how you feel, then you’ll do their work
and be nice to them. But if a teacher doesn’t pay attention to you
as an individual and talks to you as if they don’t really care and,
isn’t necessarily mean, but is like bland, like doesn’t have any
expression, then you won’t care about them as much. You won’t
like, um, you won’t have respect for them so you might not do as
good work for them. If teachers don’t recognize you as an individual
and, then you won’t feel like they deserve your best work.
S6 (T2) I’d rather have a teacher to be nice to me than mean. That
gives you confidence sometimes, (mean?) Makes you not want to do
well. I don’t like when teachers say something and then do the
opposite. In social studies we have four projects, one each term, the
projects weren’t as good as they should have been for the first term and
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we had to do it again but we had another project for second term and not
enough time to do it. Another thing is the field trip to the Kennedy
Library. The week before she told us she was going to pick her favorite
class, the class that was the best for her, not grade wise, best for her
nice wise. That’s another kind of rude. She corrects the list the way she
corrects us. (Other classes) I like Spanish because it’s like, I like the
stories. I like when she tells stories. I feel comfortable walking into
the classroom and you try your hardest and that’s good enough. She
knows you're trying your hardest and that’s all she asks.
(classmates?) Kids in the class usually who have done bad things before,
but not in that class. Like in social studies. It’s probably the only class
that a lot of times it’s happened in every day, well I know that after
lunch in Math and you drink and stuff and you have to go to the
bathroom. My math teacher let’s me go everyday but then she’ll (SS
teacher) take their bathroom privilege away. You have to go before or
after her class.
S7 (T2) Um, well, in my language class, the way my teacher treats
things affects us because when we were reading Roll of Thunder. Hear my
Cry, we always had tests on chapters, but I mean, she always would tell
us everything about that chapter. So, I mean, we, like, some of the kids
in our class, we never study, we never do anything because she’d always
made this speech but all we ever did was just read in class. I don’t think
it’s like challenging because all I have to do is walk in and she tells us
everything about it and I just fill in everything that she told us. In
Spanish, like, my Spanish teacher, she, like, if the whole class is
having a hard time on something she’ll help you or if an individual
like me’s having trouble. I’ll go up and she explains the best that she
can. She goes out of her way to help you like some of the teachers
don’t. In social studies, um, her behavior affects everyone ‘cause she
thinks, like, really hard, she does stuff that’s really hard and so that has
a big effect on us. I know like I always get nervous in that class
especially when I’m doing projects 'cause, I mean, she, like, she can
never say anything positive no matter how hard you try on anything.
And in science, his behavior is more like fun than teacher and I feel that,
like, I don’t learn enough in that class when it comes time for tests
because we always just have more fun fooling around, joking’ and
stuff. In math class, um, his behavior is more like just like he teaches
what’s in that lesson and then you just go off and do your own thing.
That doesn’t help, well, it may help other people, but it doesn’t help me
‘cause I need more direct directions, (affect classmates?) Well, some kids
have the same feelings like I do ‘cause I know a lot of kids in my classes
feel the same way. But then in other classes people have their own
opinions ‘cause like in science class, I mean, he’ll joke around more
with the boys and they like that, but, I mean, I think some of the
girls kind of think it’s a pain ‘cause all they ever do is sit around and
work. Like in my classes, some kids think the class is a breeze and
others really have problems and when it comes time, like, for projects so
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a kid can do well and stuff it gets some kids, like, embarrassed because,
like, the teacher, sort of like the kids, you know, thinks it’s a breeze and
stuff. In my social studies class, um, I, like, I was doing a project and I
had to do these flags and, like, I messed up on the stars and the
teacher, she’s, like, tiying to rip them off my top poster board and she’s
like, “Well, you’re going to have to fix these” and she trying to rip some
other stuff off. And just like some of the other kids they were just all
mad and stuff. I don’t think she had to do that right there in front
of them.
S9 (T3) Some certain teachers tell me I have work to do and I try and I
do something really good. I’ll start tiying to do good and they’ll say,
“Well, you’re stupid anyway.” Well, they don’t say, “Well, you’re stupid
anyway.” They go, “Well, it’s about time you started tiying, Labon.
We’re just gonna keep on going.” And I say, “Yeah,” and he says, “Yeah,
right.” (classmates?) Some kids take it like we do but a lot of the kids,
they’re smart, well, they show that’s all they do is like to work, work,
work. They just like to work. They laugh when we’re put down ’cause
they think we’re stupid and different than they are and stuff. They
don’t get it - so they don’t know how it feels, you know. So they just
think, “Hey, they’re the only stupid ones in the class, they can’t do
nothing.’’ It’s like they’re becoming the teacher. For me, some teachers
when they say something and you really get offended by that and you say
something back, they send you to the office. So they can put you down.
You can’t speak for yourself.
S10 (T3) I think that if the teachers say, like the first day, they say
they have their opinion of you already set, that they expect certain
things - if you’re to do good or bad, then I feel a lot better. I’ll pay
attention the whole year. If they expect me to do really good and I get a
low grade on something, I’ll feel worse knowing that they expected more
of me. Knowing that I could have done better.
S12 (T4) Like, uh, playing favorites. Pretty much it affects you if
they play favorites like towards you. And it seems like it affects you
more if they play favorites against you ‘cause, like, if a teacher doesn’t
like you, you might as well forget it. You’re not gonna do good because,
you know like, I did something to a teacher that was kind of accidental
but they’ve held it against me forever and you can tell, like, by the way
they act toward me and stuff. So, playing favorites. And, also, I went
from and A- to a B- in one class and two of teachers tried to tell me I
couldn’t hang around with some of my friends. They tried to tell me,
they separate me away from them. I can understand if you’re talking all
the time. Again, like first period, I’m still asleep in first period -1 have
no clue! If we had that class sixth period with some of the people in that
class, it’d be ridiculous but most of us are still asleep.
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513 (T5) Before this year in 7th grade year I didn’t have that great of
a year. I sort of blew that year off you might say and this year coming in,
like, I said earlier - teachers do talk and it got up to here and it got
around so when I got up here they were all looking to get me in trouble.
(What got around?) That I got in trouble. But I was willing to change
and try to do well in school. It wasn’t just that because I knew that
they talked around. Some of the teachers told me, “We heard about
you.” They said that to a few of my friends and to me. (Automatically
think badly. . .) They just won't give you a chance. I have to prove it
to them and I tried a few times but then it didn’t really sink in and that
just - I just want them to trust me. In a few classes they have but in
most classes they’re like, “You’re going back to your old habits” and I was
like, “I am not.” Like if I forgot homework, right away they call up my
parents and I get yelled at. My parents then think that, “You’re not
doing anything in class anymore” but I was. I had done my homework
for a period of time and I got all busy. I’m the one that gets in trouble.
When a teacher is in that mood, she’s all happy and everything to an
‘extinct’ [sic] it’s good but to too much of an extinct the kids will like,
“Oh, all right let’s use her today.” They’ll start throwing things around.
Strict but not too much - it’ll be all right. It should be a balance
between strict and nice. There’s only some teachers, just like there’s
some people, with gifts for different things, these are the teachers
that have a gift to relate to a kid, some teachers really have gifts to
be able to know what they’re talking about, but they don’t have the
gift to like talk to the kids, which you have to have. They sort of
forget what it’s like to be a kid. I have one teacher that I can come
and talk to and, like, it gets a lot off your chest for that day and for
a while. ’Cause you know they’ll be there to listen to you and that
gets it off. You know that somebody’s there if you needed somebody
or you’re not all alone carrying it around. You can get something off
your back so you kind of pay attention during class.
514 (T5) If the teacher says something nice, if they affect me well,
I’ll do my homework, and it makes me wanna do stuff so that they can
trust me to do other things. (Like what?) Like they trust you if you’re
going out, like leaving the room and they can check and they know you’re
gonna go there and not hang around. Just trust really. I don’t like it
when they treat you like a kid, “Oh, do you think you can handle it?” or
if they’re sarcastic with you constantly. Mostly the same way because
you know in my French and language arts classes I have the same
teacher - she’s just dead. She doesn’t know what’s going on. They
know, same exact way, the kids who get in trouble constantly. They’re
calming down now that it’s the end of the year. They just don’t care.
They just want to get through the class. Sometimes they’ll say, “Come
on let’s go. ” They get aggravated and frustrated.
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S15 (T6) I’m not sure. I think it’s, like, not doing what they say
they’re going to do. In social studies she told me last week that my
presentation was due the 20th and that’s Monday and then she told me
yesterday that is was due today so I wasn’t ready for it. Then today,
yesterday we had, the green team had a movie, so the people who had a
partners on the green team, they didn’t do their things so today we did
the people who were supposed to go yesterday, so now mine’s due again
this morning, (feel?) I kept telling her, “You said it was due the 20th
and I’m not ready yet” and she’d be like, “Well, that’s just tough. You’re
going to have to do it.” (Other classes) Like in French, she takes the
time, the teacher will help you and she comes over and helps you. If
I get yelled at it makes me feel like she doesn’t like me. (others?) If
it’s something minor, I don’t think they should be getting yelled at. I
think the teacher should just take them aside and say, “I don’t want you
doing that.” Even if it’s something minor sometimes teachers say, “Get
out” and it’s like the first time. I feel bad for the kid. One kid had to go
to the bathroom and she said, “You’ll have to find another class to do it
in. You have to find another class to go in ‘cause you’re not going in my
class anymore.”
517 (T7) If you’re like coming out of one class and if a teacher is like
mean to you the next period ‘cause of the way he treated everyone the
class before, the class will be in a bad mood or if the teacher’s nice the
next period it depends on how the class would act in the next class. If
the class was bad and getting yelled at the class before that and you get
yelled at in that class, too. It just goes on through the day. When a
teacher yells at you, they’re yelling at you for nothing, you just want
to yell at them back and then you do and you get in trouble for it.
That doesn’t seem fair.
518 (T7) Start with the teacher that’s funny. Well, it gets you to
listen. If he like makes a joke out of it or something, you tend to listen
to the joke, and you learn something from it. If he yells at you or if it’s
boring and stuff, you get mad but you still have to listen. Some
teachers do yell too much. You just want to tell them to shut up.
Sometimes they have no point, they just yell. Because they think they’re
right, and the student thinks they’re right. In math class I tried to get
up and help the teacher, and he starts screaming at me. It’s, like, “All
right, I just tried to help.” And then I got up to find out what my grade
was today and he gave me like this dirty look. Well, some classes have
their days. Like social studies one day could be wicked fun but another
day could be wicked boring. Science - labs it’s fun.
S22 (T4) If they’re nice to me and they respect me, then I’ll want
to do work for them but if they just yell at me, it’s like, “Why should
I do something for you if you’re not even going to bother to give me
the time of day and be nice to me.” If something happens 1st period,
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you might not even be thinking about, but it’s just in the back of your
head and it gets you in a bad mood and if somebody says something
you’ll just snap and say “What?!” and then they’ll get mad at you.
Something might happen 1st period but you just like brush it off and
you’re like okay fine. But then later in the day a teacher says something
and you’re like, “That’s the second time for doing nothing.” Then you’re
ready to snap, (classmates) I know a kid that has gotten thrown out of
class just ‘cause he didn’t want to fight with the teacher. So that
really, the biggest thing that teachers’ attitude affects is work
because most kids like to get some kind of respect ‘cause they just
feel if you’re not going to do anything for me, I’m not going to do
anything for you. They really don’t understand. Most kids have a
problem with authority including me most of the time. We feel like
everybody should be on the same level. It seems like they’re all in a bad
mood on the same day, too! One day they’re all in good moods and
you’re like, “Yeah, that was great!” and then the next day they’re all like,
“Why are you here?” “I have your class.” “You shouldn’t be here.” Then
once somebody gives you an attitude once, you look at them in a
different way for the rest of the time. It depends on how you look at it or
if you just let things roll off or if you take it really seriously.
523 (T4) When teachers, say, like, they kind of get opinions of you
because of who you hang around with. Like they think you’re bad
because you have friends who tend to get in trouble a lot. That
doesn’t exactly mean who you are because usually your friends are based
on out of school, who you get along with. Sometimes it has to do with
sports, maybe after school activities, but that doesn’t mean that’s how
you are in school. That’s just how you are out of school. I feel like
that’s sometimes very much because I can walk in a class and the
teacher may think I’m gonna get in trouble just because my friends were
in the hallway just a couple of minutes ago getting yelled at. They’re
gonna think all the time, I was there so I’m one of the troublemakers and
I’m gonna get in trouble. And I don’t like that because everyone is an
individual and that doesn’t mean just ‘cause your friends are bad
that you are.
524 (T6) Mrs. H., we’re friends so I do good in her class. You don’t do
as well when you don’t like a teacher.
525 (T3) If the teacher is nice or it’s a good teacher you’ll do more
work. If you don’t have a good teacher most kids, they’re so sick of
the teacher, they won’t do any work. Teachers complain it’s the
students fault. Like my science teacher, if he yells at you, screams at
you, you’re not going to do anything - just hate him so much that
you’re not going to do anything. If the teacher’s nice, you’ll try and
do something. Even if you do it wrong they’ll still, if you try and do
something, do it wrong in another class, they’ll scream at you, but if
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you try and do something and you do it wrong in another class, in a
good teacher's class, they’ll explain it to you, tell you what you did
wrong, and then have you try it again. When you do it over, they
don't yell at you. (classmates?) When the teacher makes fun of me, I
don’t care, but some people do care. I laugh it off. I don’t care what
anyone thinks of me. I don’t listen to them anyway. What do you got to
do with me? You don’t help me. You don’t do anything. Maybe
somebody that I respected that said something to me I'd care.
S26 (T8) If a teacher tells me I’m stupid or I can’t accomplish
something, I’m not gonna try ’cause then I got a teacher who knows
my work and stuff saying that I can’t do it. So why am I gonna try.
In social studies class I don’t have a problem with the teacher, only when
we do projects. She’s made some kids cry. She doesn’t say anything
good about your project. She criticizes your project. It’s the only thing
she brings out. Like we’ve done a couple of projects this year and every
time she has something to say about everybody’s. Now matter, if she
gave an A+ to a student, she had to say there was something wrong with
it. Kids have run out of class crying she was criticizing it so much.
She’d say, “You should have done this better or “This is how I would
have done it” or ‘This is how the kids did it last year.”

QUESTION 4: How does a teacher’s behavior affect your
achievement? Your motivation to learn?
52 (Tl) Yeah, because, well, for me my grades have gone down all
year and all year also I haven’t been getting along with the teachers
more. And especially now, I’m not getting good grades in there (science)
and I do all my work he’s just soooo picky. I remember the other day we
were doing a lab on eyesight and he marked a question wrong because,
you know how people say they can’t see far away because its’ blurry?
Well, he said that’s a statement people use every day - it’s blurry.
(motivation) I have one class that’s supposed to be my strongest
subject and the teacher doesn’t do anything with us, we don’t do
anything in class. I’ve totally gone down in that this year we
haven’t done anything, we don’t ever do anything.
53 (Tl) Generally, your teacher’s your key to your education, like
you own what they teach you and you can’t even go beyond that.
Totally what they teach you that you can learn. Generally, some
teachers have an idea whether you’re going to do good or bad throughout
the year and if they get that idea that you’re going to do bad you’re stuck
with that. You’re stuck with that bad label, you know? (motivation to
learn?) Most of my teachers, most of my classes, my social studies
teacher, she really wants us to learn. Most of my classes they really
want us to learn. There are agendas in both my social studies and
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science classes. We have to stick to the exact agenda. Mainly, in my, we
don’t really do that much stuff, like, that’s hard, you know? If you want
to be really motivated to learn you gotta stick a little stuff that really will
push you to stay in school. You know, you gotta do stuff that’s tough
once in a while, you know. You can’t just sit there and be bored for 180
days.
S4 (Tl) As I said before, if a teacher is nice to me and respects me, I’ll
want to do work in their class. If they don’t pay much attention to me,
it’s much harder to want to do their work. If teachers don’t recognize
you as an individual and, then you won’t feel like they deserve your
best work.
56 (T2) My parents like go off and I like to play sports and be into
fundraisers when my grades aren’t good enough when my grades aren’t
good, (motivation) I’ve always be kind of weak in math I have to tiy extra
hard in math to do things and sometimes I try but if ...
57 (T2) Yeah, I think it does a lot because, I mean, in science, like in
the beginning of the year, I was doing, I was getting good grades but now
they’re kind of starting to slip ‘cause, I mean, like, and my science
teacher really laid back and everything. So, like, my grades have been
slipping a lot in that class because he doesn’t put, like, a lot of, like
um, force into what we have to do because, like, he has this thing
where he gives us, like, all these worksheets and they’re just due at
the end of the week. And, I mean, sometimes I don’t get around to
them and he just never says anything and we just fool around in
class and stuff like that. In some of my classes I do real good and in
others I do bad. Like in math class I have a hard time so I get bad
grades. Science, there’s just not a lot of, the teacher, like, he doesn’t
make sure you do a lot of effort and so, like, grades slip there. But
then in, like, other classes, like, the teacher makes sure that I’m always
doing my work like in social studies, like she’s always on your back
about it, and so I do better in those classes, (motivation to learn?) In
some of my classes, like, our teachers have, like, a full plan for every
minute packed of doing something and then in other classes it’s like
whatever we get to, we get to. In my social studies class my teacher has,
like, she has an agenda and everything and so we’re always busy doing
something. Then in other classes, like in science and language, we just
usually do just one thing and that’s it.
S9 (T3) Yeah, definitely. It’s so much better when they just treat
you nice and they don’t let other kids, the smart one, put you down like
they do.
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S10 (T3) It hasn’t really affected me much but if they act in
certain ways, it can effect your learning. I don’t really have and specific
examples.
512 (T4) There was that thing like I talked about with my social
studies teacher - when that happened, a week after that, I was mad and,
uh, and it was like that whole week almost ruined me for the whole
term because of what I did. I didn’t do any homework. I was just
mad. I was taking it out, I was taking it out on my grade actually,
pretty much. And, um, I was like well if she’s gonna mark like this,
then what’s the sense of even, and then I got put on weekly progress
reports (chuckles). This is, I think my parents overreacted, but
anyway, I got put on weekly progress reports and, um, she kept on it said test grades this week on one of the things underneath it and every
single time what she said-1 got an F on one test - she’d cross out this
week, she didn’t cross out this week before, and it’s like for the next
three weeks she’d keep on putting this one F down underneath test
grades. My parents, my parents kept on yelling at me like, “You get an F
every single week. You have like a D average in the class.” I’m like, “I
brought it up and she crosses out test grades this week and puts in the
rest of the 80s and 90s I got that week and the other F.
513 (T5) Yeah, I’d have to say yeah. Even though I know now, from
hearing it all the time from my parents, it doesn’t matter what other
people do. You should just overcome that. I try that and I do overcome
it, but then they just strike me right back ‘cause, like I said, if I miss one
homework assignment, I’m all done. (Do you think teacher behaviors
affect how much you want to learn in a class?) In one subject I learned
about the politics of it but I’ll raise my hand and she’ll say “no wise
comments” or something like that. (Do you consider yourself a wise guy?)
No, I don’t. I consider myself one when I’m out of school. I’m sure word
has gotten around I’ve done something bad out of school but I consider
myself someone that wants to have fun, not in class like I’ll talk, but in
school, I’ll talk when it’s all right. One time this year I got thrown out
before class even started, before the bell. I got there early, I’m talking to
one of my friends, I got there early. I was gonna go and sit down when
the bell rang. The bell hadn’t rung and the teacher walked in. I was up
out of my seat and the person told me to get out, told me just to go to
the office.
514 (T5) If they’re nice to you. I’ll do good. But, I mean, if they’re
like, “Okay, good job, nice work.” If they do a good job, there’s a high
tone. Enthusiastic is better, care less is care less. One of my teachers
said, “I could care less if you fail or not, but they just said something
else like, “I could care less. If you do the work I’ll give you a good grade, if
you don’t, I’m not going to give you a good grade.” (feel how?) I just
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really didn’t even think about it. It’s just like I’m so used to hearing it
‘cause like they say that every year. It doesn’t affect me at all. It’s
just like, “Yeah, thanks.’’ (teacher behaviors that motivate you?) If
they’re nice, respect, and trust me, I’ll try.
S15 (T6) If the teacher’s not nice to you and you don’t like that
teacher, you’re not going to want to do the work. It happened to me
last year. Last year, one of my teachers, I didn’t like her, and I got, not a
good grade but not a bad one either, (motivation) Same thing over and
over again, I don’t pay attention because I already know the stuff and I
can’t go ahead. They hold you back.
517 (T7) Well, not mine, but a lot of people even if they don’t do good
in school, let’s say they get Cs and others they’ll get Fs just because they
don’t like the teacher. Last year in one of my classes I really did not like
the teacher at all and he couldn’t give me a bad grade because I did all
my work. But, you could tell that he wanted to. Just the way that he
acted. I never wanted to do the work but it got done but I didn’t want to
do it. Like when I had to do projects for him I’d just like slack on it, I
wouldn’t do it good. Last year at EXPO time I had the same teacher and
I wanted to do this project. But then after a couple of days I decided I
didn’t want to do it and he didn’t want me to do it either. But just
because he didn’t want me to do it, I decided to do it anyway. So
teachers, well, sometimes you do just the opposite ‘cause of them.
518 (T7) Yeah. The joke just gets you to listen or even when he just
like puts notes on the board, they just kinda stick in your mind. I like
when teachers are social with me not just like academic, you know
what I’m saying? Like I can talk to him after class. Like my math
teacher (he yells sometimes), he likes fishing and he says, “If you do
good, I’ll take you fishing.” Like that. Be social like. If you’re nice to
people, people will be nice to you. (math vs science) My math teacher
has more respect for me and I have more for him than at the beginning of
the year. Respect and sociability. You’re nice to people, they’ll be
nice to you.
S22 (T4) It doesn’t immediately affect your work. Like a couple weeks
in the school everything’s the same but then as the year goes on it’s
starts affecting it. And it doesn’t go right to your work, it kind of goes
to, “Do I really want to do this - motivation” like “Why am I doing this if
this person is doing this to me?” If I don’t deserve to be treated right,
then she doesn’t deserve to get my work. Or if she gets my work, it isn’t
going to be the best job I can do. So it goes from the person to you to
your motivation and then if you’re not motivated, you’re not going
to do the work well. If the teacher is really nice to you, and they’re
trying to listen to you all the time or most of the time because you
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can’t, everybody has bad days where they say, “I don’t want to put up
with this.” But then you say, “Well, they’re nice to me I don’t want to
leave them hanging. I don’t want to do something not good so then they
think I’m a jerk.” But if somebody already thinks you’re a jerk then it
doesn’t even matter. What goes around comes around - if they get an
attitude to you, you get an attitude to them. Then the next teacher
will probably end up getting an attitude because they send like reports
I’m sure.
523 (T4) Well, for example, my French teacher. She just happens to
• get the class into it a lot. Like, she’s always having class
participation every time people go to the board. Not too many other
classes do that, well actually, none of them. She does more oral type
participation which means it makes you feel more like you’re into it
and makes you want to learn more because everyone’s learning. It’s
not just like the three smartest kids in the class doing all the work and
you just have to sit back and copy off what they’re saying. You feel like
you’re getting more learning into it. It’s like everyone’s doing it and even
some of the kids that aren’t as smart they’re trying that makes you feel
like you can try. It’s not gonna hurt. Another thing is, if the teacher
like happens to put you down then you don’t want to learn as much
because if you feel like that teacher’s not gonna give you a chance
the why should you give them a chance to show what you know?
‘Cause like that happened to me in, um, science class, ah, he said like
that I don’t try but he’s always saying stuff and I always give him work
and he always like says that I don’t try. I’m just like, why should I try if
you don’t care whether I do good work or not and so like lately I’ve been
trying hard. An he’s like, “Oh, finally you’re doing what you’re capable of
doing.” I was like, “I’ve been doing this all year it’s just you don’t even
pay attention.” It’s kind of like annoying.
524 (T6) I just like it when they’re nice and fun. I can do better
that way ‘cause I’m not worried.
525 (T3) Like I said, if the teacher is nice or it’s a good teacher
you’ll do more work or at least try. When they yell at you, you’re not
going to do anything. You won’t even care.
526 (T8) If a teacher tells me I’m stupid or I can’t accomplish
something, or criticizes me, I’m not gonna try. I don’t understand
why they just can’t be nice.
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QUESTION 5: Would you like to add to anything we have said here
today? Do you have any questions for me to answer?

52 (Tl)

Well, I think so. Classes that are so structured, make you
want to, like, so structured doing the same thing all the time even
though you know people don’t like it. (How many do same thing all the
time?) Two. (How many are individualized?) Two. (What’s the third
one?) Just, I don’t know, confused - different things all the time.

53 (Tl) Class climate generally depends on the teacher’s actual
behavior. It’s that, him or her who sets the class climate, sets how he
wants it to be and generally controls the class and the way it runs,
(questions?) What do you think about your classes climate?

54 (Tl) No, nothing to add.
56 (T2)

If the teachers don’t smile it’s like they don’t want to be
there, like they don’t really care. (?s) no.

57 (T2) I think that each teacher has their own way of teaching
and I guess we just have to learn to adjust to that, (questions?) No.
S9 (T3) Tell teachers not to have such an attitude. One more thing.
Last year my French teacher, she was sort of, she was a good teacher.
She was sort of, um, crazy. She didn’t have a clue what the kids were
really doing. They should pay attention like they tell us to do.

S10 (T3) No
512 (T4)

It shows on your grade unbelievably - what a teacher
does. Like I mean Y intercepts, slopes, we’re never going to use them
honestly in real life. We did something today like soil. There’s definitely
a need for knowing Spanish and French and like that. But it shows,
Spanish and French A+ for a grade. Math - C. It just shows.

513 (T5) After every year even though you do hear something
about a kid, just let you be the judge, don’t let what people say
’cause like they might like something, you might not or the other
way around and you’ll just get in trouble and that’ll hurt him and he
just won’t care any more. (Result of not caring any more?) Fs and
goin’ home to it, getting’ yelled at bad, then hearing it even from your
brothers and sisters even though your brothers and sisters get, like,
straight As or something’ like that, which mine do. Your parents will
still say you’re a bad influence sometimes, you know what I mean?
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‘Cause like then they’re doin’ well in school - don’t screw it up - my
parents were willing to give me a chance - but just ‘cause I screwed up
once or twice they just lost all trust in me again. It took a while to gain
it back but I did. Once I missed one homework assignment they thought
I was goin’ back to my old ways and I got yelled at for it. So from that
day I tried for the classes where they did give me a chance. I guess I
could say I went back to my old ways in that class because that teacher
just wasn’t giving me a chance. In some ways I was thinking, “Why
should I give this teacher a chance?”
514 (T5) They showed us arm bands, but they showed us like all these
things like, “Oh, we’re going to try to do something like it” but then they
totally mess up this but then they don’t even do it right. Like the arm
bands with the different laces like they had yellow and blue and orange
like the guy in California who did it and I was, everybody was ‘That
would be so neat to do” and the guy did it for a month and like just for a
week would be fine. It would be really fun but just to see how people
react but they don’t even try. They’re like, “Okay, we’ll do something
small” and they do it for like a period. They don’t give us enough time
to do anything. They always want to make it into a smaller thing,
they don’t want to go through it. They’re like, “Oh, it’s too much
work doin’ it. (feel how?) It doesn’t make me feel like doing anything I’ll
be like, “I’m not gonna do it ‘cause it’s gonna be so boring. It’s just
boring.
515 (T6) I think it would be better is teachers smiled at you more.
Like they’re always like not, some teachers do but other teachers just sit
there. It gives you more confidence that you’re doing good and it’s
really better. When they don’t smile it makes you feel like you’re
not doing good. (?s) no.
S17 (T7) In a good class, there’s laughing, not dull. Boring like in
science, is bad, where we have to watch those stupid movies that nobody
wants to watch but he puts them on. He thinks people actually watch
them, (add?) The only part that really makes me mad is when a teacher
will sit there and yell at somebody for anything, even if they didn’t do
anything or, maybe they did, but they don’t deserve to get yelled at like
they have or how they yell at them. Two of my teachers yell for no
reason, sometimes the third one does. Two don’t yell as much, they
can keep their temper more. They yell at stupid things and one of
them tries to make it a joke but sometimes kids don’t take it as a joke
and everything. Sometimes it’s funny and sometimes it just makes you
mad. The other one, he just yells. Like if you’re just sitting there and
doing you work and you ask him a question, he’ll yell at you because
maybe he already said it in class but he won’t repeat it so you can
understand it a lot of times. (?s) No.
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S18 (T7) No.
522 (T8 ) It's good to have friends and a friendly class, not serious
for 6 hours a day. They try to get to know you, not personal but like
“hi.” It’s nice to know they understand, (add?) I really truly believe,
the saying I live me life by, is “Don’t respect anybody that doesn’t respect
you,” because if they’re not going to respect you, they don’t deserve
respect back. So it’s really aggravating. Most of my teachers do respect
me but they just don’t show it all the time. (?s) What is this for? Is it
anything we can see?
523 (T4) I think teachers need more creative ways of learning.
Some of them, not all of them. Some of them do a good job but like, my
first class, my first class is algebra is by far the boringest class I think
I’ve had in my eight years of school. It’s just soooo, and like, he’s not
there any more, he does nothing to try to get us motivated to work.
It’s just like soooo boring you don’t have any reason to learn because it’s
just facts. You know it or you don’t. You learn it or you don’t. It’s no
fun while you learn it. You can’t study it. You can like, learn it but it’s
hard to learn it because it’s like boring to do it. Usually like with
something like basketball - if kids love basketball they want to learn how
to shoot. If kids don’t like math, then why would they want to, I mean,
if the kids don’t like the way they’re teaching the math class, why would
they want to learn? It’s like a basketball camp. If you have like a
basketball camp why would you want to learn what they’re teaching if
you left the basketball camp thinking you don’t want to learn what
they’re teaching.
524 (T6) No.
525 (T3) None.
526 (T8) Mrs. X, she’s changed in the middle of the year because my
mother went to talk to her ‘cause she knows we’ll do something about it
and she won’t do anything more. She thought we were too stupid to
do say something about it. And if something bothers me, I’m gonna
come out and say it.
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